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Foreword

THIS IS THE kind of book:one expects from ASCD. it ad-
dresses a serious problemthat of grading,in keeping with the long-term
concerns of curriculum leaders throughout the land. In it, .we learn from
psychology, research, case studies, philosophy, good writing, and enjoy-
able reading.

For liears I have believed that problems generated by the formal
grading of learners will never go awayregardless of who does the
,grading or how it i.s done. But a careful reading of this "primer" might
lessen the magnitude of those problems. Here, successful grading alterna-
tives are presented for use in elementary and secondary classrooms, and
in universities'. Principals, supervisors, and curriculum leaders will find in
the models presented much of the help they need to cause and control
change in grading policies and practices.

The book has a startling integrity. Each chapter adds to that
integrity, and yet; stands alone in value to the reader. The common
interests, concerns, and efforts of those involved in curriculum develop-
ment, supervision, and instruction are neatly woven throlighout all four
parts of the book.

. The Volume is introduced. by Sid Simon's discussion of the "Wad-
ja-Get?" syndroinesociety's obsession with gradesand where it has led.
Simon also explains each author's, strong identification with the grading
issue, and presents seven major questions that thc authors, in this book,
attempt 'to answer. His overview provides a helpful perspective for
considering all the material to follow.

Part I presents the problem, beginning with Art Combs' "stage-
setting" comments about the nature of learning and his discussion.uf four
criteria for determining procedures in grading. Later in this section,



Sid Sinio'ir's delightful writing leads us to rediscover the many ingenious
methods of che.ititni tlrit students use in ura(k-ettinuniethods that.

might never have been invented had no grading system ever been de-
vised. Enjoyable reading with a strong message!

Part II provides a quick reView of what research has had to sav on
the subject of grading and presents us with valuable references. The
pros and cons of seyeral alternative grading/evaluating schemes are also
reviewed. Although most of the research presented confirms the fact
that grading is, indeed, a problem, much attention is given to typical
humanistic concerns about that problem.

Five successful alternative ( non-comnion) grading procedures are
presented in Part III. Tlicse ease studies range. from a personal report
about procedures in a college classroom, to notes on a computerized
grading system. to a faculty-developed evaluation plan . for an entirc .

school district.
Nlethod§ of changing the grading system are prysented in Part IV,

and, with a parting shot, four myths of grading are dropped to their
appropriate levels of validity.

I introduce this book to its professional audience with equal por-
timis of pride and enthusiasm. The autlmrs and editors are to be com-
mended for their contributions. I predict the impact of this book will be
noted by educational historians because of the difference it will make ill
the classrooms, school districts, and colleges of our country.

And, after allthat is what ASCD is all about!

Pilimp flosvoutD, President 1976-77
Association for Supervision and

Curricoluni Development



An Overview

NO LEVEL OF education is free from it; no teacher or
student can hide from it. The cry of "Wad-Ja-Get?" is all around us,

The "Wad-Ja-Get?" refrain that accompanies the grading system in
American education is as pervasive as our questions about higher taxes,
increased smog; and rising inflation. Students, from kindergarten
through graduate school, feel the ache of the "Wad-Ja-Getr syndrome;
most know that it dominates more of their learning than they wOuld ever
care to admit. Teachers likewise deal with the grading problem, from
the first day they enter a.elassroom until the moment theY file then last
record book and retire. School administrators spend countless hours on
"Wad-Ja-Get?" as well; they grapple with parentswho have already
grappled with their rthildren's teachers.about the "fairness" and "right-
ness" of grades.

Wherever teaching and learning go on, grades are a grim reality
for most people; that much is clear. But beyond the reality is an enor-
mous amount of confusion and arguing about grading, a phenomenon
thatby touching the lives of almost every human beinghas an impact
incredibly wide and deep. To ignore the complexity of the grading issue
is to live in a fantasy World where houses are made of gingerbread, thc
stork delivers babies, and failure has no effect on a person's life.

The essays that have been collected in this book contain some of
the best and freshest ideas about how we assess student performance
through the phenomenon we call grading. marking, evaluating, and
reporting. Although this collection is not completely unbiased, the
contributing authors have made a serious effort to consider all facets of
the grading issue. While most of them argue for broad grading reform,

1



AN OVERVIEW

specific changes, or an end to the emotional damage inflicted on Illanv
students in the name of gradilig and marking, none attacks the system in
au illogical or polemical way.

Experiencing the Effects of Grading

The teachers and administrators Yho share their experiences and
findings ill this book have sweated for Vears under the time deadlines
and other pressures that grades present. Nlany have watched teary-
eyed students beg and plead for a B-plus to be recorded as an A-minus
in order to escape being -grounded- or barred by their parents from
attending the junior prom. The authors know how such students must
feel when they go home mid are met at the door with the cry, "Wad-
Ja-Get?"

Nlost of the authors Live also seen another type of studentthe
cold, canny, crafty apple-poli:dier who moves sleekly through the class-
rmnn. Clever and carefully cOlIlliN11112:. such students vill spina Tovnbee-
isms if they sense their teachers like Tovnbee, then change ground
( without losing a step) should they discover that Buber, not Toynbee,
is the actual favorite. Their shifts, like those of the chameleon, are
ni'iraculous and instantaneous.

Several of the writers have caught a student of theirs cheating and
have been overwhehned bv the agonizing thought that they, through
<trades, miuht be cuttinu off that student's chance at a.successful future.
It is disheartening to have seen a student so desperate that his or her
moral system, admirable ill evert' other way, has crumbled under the
pressure to get a good grade. It is even Wor,"2 to have had students who
choose to junip from dormitory windows rather than face transcripts
that show them to be mu the lower end of the bell-shaped curve.

Tackling Some of the Questions

Those who think grades are a minor problem just haven't been
looking very ha:d at what is happening. Grades impinge upon and shape
more teaching-learning situations than most people Nvill ever imagine,
unless they start looking at the problem with the emotional intensity
and deep concern that the authors of this volume possess.

In this collection of essays, some fine and hunianistic minds tackle
many of the hard question& we all wrestle with in education, This is a
practical book that provides the rich background anyone needs who
wishes to tackle the grading issue. It also contain& Tesearch information
that does what information should do:, infornl our values. Perhaps most

1 0



AN OVERVIEW 3

impOrtantly, it includes two vitally useful sections on alternatives that
work and changing the system.

The effort here has been to cast some light on the following essential
and frequently asked questionsall of which surround the grading and
marking issue.

-1. Without the incentive to get good grades, how can students be
motivated to learn? ( Among the coutributors who try to answer this

'question are Combs, Bailey, Holt, and Simon.)
2. Aren't grades necessary for college admissions? ( See the chapter

by Evans on research, aS well as the chapter by Bellanca and Kirschen-
baum on grading alternatives.)

3. Don't grades at least ensure that students will achieve minimum
cOmpetencies? (Read the views of Combs and Evans, plus the narrative
piece by Kirschenbaum, Simon, and Napier.)

4. Aren't grades the best predictors of later student success? ( Actu=
ally, they are quite crude predictors. See almos't any of the essays to
dispel this myth.)

5. If teachers spend enongh time and are extremely careful in
assigning grades, can't grading be an accurate and objective measuce of
student performance? ( See the separate analyses of Holt, Dowling, and
Simon.)

6. People are naturally competitiVe, so what, else can teachers (10
except give them Nvhat they want: grades? (See the cominent of Curwin
and DeNiarte about this, as well as those of Hart and Simon.)

7. There aren't any viable alternatives cc t:rades and marks, are
there? ( Review the entire section on alternatives, plus the section On
changing the system.)

Defining Our Purposes

Those who have contributed to this book feel a deep wuse of'
satisfaction in seeing it come to life. It will serve a worthwhile purpose
if it does nothing more than cause some complaCent people to question
what has happened to millions of learners and their teachers under the
guise of allegedly "objective" grading and marking.

The major purpos i! of the book is, however,'to show that there are
alternatives to the conventional grading system. It is absurd to iierpetuate
any system simply because it existS, as Shirley. Jackson points out so well

1 1



4 AN OVERVIEW

in her powerful short story, -The Lottery.- ' Jackson's characters arc
villagers wlm meet once a vear to pick, by lottery. SI/RICOH(' thCV will stone
to death. They do-net seem to consider the inhumanity of the tradition
thev have followed, unquestioningly, for as hmg as they can remember.
After all, there has dways been a lottery. Unfortunately, Many of 11S
are ike the villagers Jackson describes: we defend the grading system
because it exis,ts, and' because we know nothing (Asc.

The writers who present their ideas in this book have lived too
.nianV years as learners, teachers, administrators, and/or parents not to
fed IllOre than casually what grades have meant and what gradesas a
force hnpMging either positively or negatively on our liveshave caused
us to do and to become. Because we have felt acutdv the agony of what
grades have done and can continue to do, we have a sincere commitment
to search for more life-giving alternatives that xvill brhlg a greater degree
of sanity to the marking and grading,-gamC than now exists.

Over 50 years ago, researchers Starch and Elliott performed "mind-
blowing'. experimnts yhose results refuted the reliability of grades. In
the past 50-plus years, millions of students have been sYstmaticallv
wmnided bv the grading and marking system. It is time to change that
system, and this book is an urgent call to change. The authors and editors
are proud that the Associati(m for Supervision and Curriculum Develop-
ment has zmswered the call, and will be making this book available to
educational leaders who have the ability to determine whether the
existing grading system vil 1 lw perpetuated, or whether substantial
chanl.r,e will be effected.

. Fifty Years is a long dine to stand still. Let's get moving.

SIDNEY B. SIMON
June 1976

I Shirley Jackson. "The Lottery." In: The Lottery: Adventures of the Daemon
LoVer. New York: Avon Books, 1960.
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Part I

The Issues: To Grade of To Learn?

"So, what's wrong with grades? I received school grades and I sur-
vived. Why spoil all these kids?"a parent

"Life is competitive. Grades teach survival skills."a teacher

"Grades tell me where I stand."a student

"Grades are very efficient."a 'registrar

TIIE ISSUES TIIAT surround grading reform are complex
and confusing. Advocates of grades and marks sound like these quotes.
In addition to arguing for competitive schools, exact expectationeffieient
rttords, and learning by pain, they also argne the importance of grades
to college entrance, jobs. and the nature of motivation,

On the opposite side are the advocates of reform. Some see grading
reform as a means to improve traditional learning; others see it as an end
in itself. In both cases reformists argue about improving self-concept
and ending clwating, the negative effects of competition, the damage
caused by. failure, and the other deleterious consequences of grading.

In this section, the authors examine the grading issues from a
humanistic view, None favors the retention of traditional grades because
tlwy all start with the premise that a child's growth and learning will be
enriched by support and help; in Most cases, grades are perceived in
these articles as restrictive and punitive.

13



What We Know Abo,ut Learning and
Criteria for Practice*

Arthur W . Combs

WHATEVER WE DO with the problem of grading will be a
function of the beliefs we hold about the nature of motivation and learn-
ing. For a long time our educational system has been predicating many
of its operations on inadequate interpretations of these concepts. We
have conceived of the problems of motivation and learning using the
S-R construct that most of us cut our teeth on. In this view motivation
is seen as manipulation of the stimulus lw an outsider, and learning is
seen as change in behavior usually aCcomplished by manipulating the
stimulus and/or controlling the response through management techniques.
Education has lived in the grip of these conceptions for years. Currently
we are beginning to understand the problems of motivation and learning
in a different wav. .,

As a consequence of humanistic approaches to psychological
thought, we are beginning to understand, the problem of learning in
more holigtic terms as a problem in the discovery of personal meaning.
The basic problem can be stated simply as follows: Any information will
have an effect upon the behavior of an individual only to the degree
that he or she has discovered the personal meaning of that information
for himself or herself.

This principle has vast implications for all aspects of education. It
means that learning Kappens inside people; it is a subjective experience.
The behavior we observe is only a symptom of that which is going on
within the individual. An educational .system exclusively preoccupied

° The above' article is adapted from a speech made M. the author at the First
National Conference on Grading Alternative's, Cleveland, ohio, October, 1972,

6
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WIIAT WE KNOW ABOUT LEARNING 7

with behavior and behavioral change is a system dealing only with
symptoms, and is likely to he no more effective than the doctor who
only treats symptoms without ever dealing with their causes.

It is necessary to understand that all learning is affective and that
affect must be understood in terms of relevance. Feeling or affect
increases in direct proportion to the individual's perception of the
importance of any particular event to the self. Concepts which are not
seen as having a bearing on self can be dealt with objectively, without
feeling. Events having to do with one's basic self, however, are another
matter; they zire met with feelinu Education must be affective or there .
%yill be none at all.

If learning is understood as the personal discovery of meaning,
then motivation becomes an internal matter having to do with people's
beliefs, attitudes, feelings, values, hopes, desires, and the. like. \Vhatever
happens in tNe classroom must be understood in these terms:-

The dynamics of what goes on in the classroom can only be ade-
quately comprehended in terms of both the teacher's purposes, what he
or she is trying to do on the one hand, and the child's perceptions of what
seems to be occurring on the other. How the activities of the classroom
look to an outside observer of the process is likcly to be very largely
irvelevant and can actually lead to totally wrong conclusions about what
is going on there. What happens is a function of the perceptions of
teachers and students.

This new conception of learning emphasizes the absolutely crucial
character of the student's self-concept. We now understand that an indi-
vidual's self-concept determines his or her behavior in almost everything
that person does. It also affects intelligence, for people who believe
they are able will try, while those who believe they are unable will.not.
Self-concept also plays a highly important role in the goals of self-
actualization and in the extent to which an individual is likely to achieve
a high degree of health and effectiveness. The self-coneept, however, is
learned from the feedback we get from the people who surround us in
the processes of our growing up and living. Positive views of self are
characteristic of healthy individuals while negative views of self are
eharacterOic of the sick and the neurotic. Thus, self-actualization
becomes a problem in the fulfillment or deprivation of self. and effective
learningas a problem in self-discoyervmust somehow lead to posit:.
views of self.

If learning is a problem jI personal discovery its achievement is
brought about through effective problem solving. This means that class-
rooms must challenge students without threatening them. When people
feel threatened they are turned off. Threat has the effect of narrowing

15



8 PART I / THE ISSMS

perception and forcing sell-defense, neither of which is conducive to the
goals of education. 'Challenge, on the other hand, encourages and facili-
tates the processes of learning. People feel challenged when they are
confronted witl proWenis that interest them and that they believe they
have a chance of mastering. Alternatively, people feel threatened NN'hen
they are confronted N\ it!, problems thev do not feel adequate to handle.
Whether persons feel ehallenged or threatened by whatever goes on in
the classroom, howeNer, is not a function of how it seems to outsiders
but of how it seems to participants.

Whatever is done in the name of education must deal with four
criteria and the problem of grading is no exception:

1. Are the Objectives sought by whatever is done the truly impor-
tant ones? At the present time we are going all out for liehavioral
objectives and accountability; the net result of all this is that frequently
we are letting our objectives be determined bV default. We measure
what we know how to measure rather than what we need to measure and,
as a consequence. our objectives frequently deal onlv with the simplest,
most primitive aspects of the problem. The real sickness of American
education today is its irrelevance and dehumanization. We cannot afford
to concentrate our evaluative devices upon less than the most important
aspects of education. After all. we can get along better with a bad reader
in our society than with a higiit. It is important to recognize that systems
approaches are a means to guarantee arrival at our objectives. Applied
to the wrong objectives they will only guarantee that our errors are
colossal!

2. Is the device used the best way of achieving the objectives we
have decided ,41 , ? ((ere we must ask whether the techniques we arc
using to achieve the objectives we have determined will truly measure
the goals we seek. We know that intelligence is correlated with foot
size, but few of us would utilize the size of a person's foot as an adequate
measure of intelligence. The importance of the adequacy of the sample
is a fundamental principle in research. It ought not be overlooked in
determining the objectives of education.

.3. What is the effect on the teacher? Such effects on the user are
often ignored in the introduction of teclmiques to the educatioir.process.
Nevertheless, effects are inevitable and whatever we do in the way of
assessment of human beings necessarily controls attention, fouses
behavior. and determines the goals that teachers seek. These effeets
nnist certainly be considered in whatever we do in applying any method
of assessment.

16



WHAT WE KNOW ABOUT LEABNINC 9

4. Finally. the effects on tlw student mast be considered in what-
ever we do in assessing ehissroom operations. This trwans we must also
be concerned about side effects. Members Of the medical profession are
very careful to check out the side efkcts of any new drug thev introduce
but, in education, we often ignore side effects. It is necessaf to reinem-
lwr that the student brings his self-concept to class with him and that
whatever happens in the ch.ssrooni is affecting his self-concept a; well
as the concepts lie acquire., with respect to a body of knowledge. These
effects on the sdf-concept cannot be ignored because tlwv are incon-
venient to the karning process. The laws of learning cannot be set aside;
they must be dealt with lest we 1( ;e on the bananas what we made ou
the oranges."

If learning and motivation are to be seen in tlw -humanistic ways
in which WV now begin to understand them, then all of us"imist ac;ivelv
clwck ourselves and our classroom procedures, including the problems of
grading and assessmen'.. We must search out the barriers to personal
discovery wherever they exist and remove tlwm from tlw path of the
student. At Ow same time, an of us must learn to value problem solving
and personal di.:co-er l. itt the light of our new conceptions of learning.
We should active:v s ek to stimuhite ar -I encourage student invOlvement,
'committiwut, ;md personal discovery in every way we can, in whatever
areas of human gro..vtb for which we are responsible.

17



An Experience with Failure

Donald D . Holt

RECENTLY I TAUGHT a foundations course in education
at Portland State University. I began to notice that the subject under
discussionthe concept of failure .and its effects on studentswas not
having the impaet that I had hoped it would. The books we were
reading (The Professional Education of Teachers' al4d /n Defense of
Youth 2) had stimulated some discussion, but what mlc not be com-
municated were the feelings that I think accompa.i; 1,hurethe emo-
tional impact that failure has on so many students.

My own thinking and experience have led me to believe that too
few teachers have given attention to the effects of failing their students.
Teachers, by the very requirements of their profession, are men and
women who have had very few, if any, unsuccessful expehences in
schools. Consequently, the diminution of self that often accompanies
failure, and the expanding repercussions of failure on all dimensions of
a student's life are feelings and consequences quite foreign to most
teachers..

As a result of the class discussion about failure, I decided to engineer
a small negative experience for my students. I hoped it would produce

I Arthur W.Cornhs. The Professional Education of Teachers. Boston, Massa-
chusetts: Allyn and Bacon, Inc., 1974.

2 Earl C..Kelley. In Defense of Youth. Englewood Cliffs, New Jersey: Pren-
tice-Hall, Inc., 1962.



AN EXPERIENCE WITII FAILURE 11

in them the complete awareness I view as a necessary condition for
learning. ( I call what took place an "experience" only because I can-
think .of no other term to describe it.)

My purpose in creating an atmosphere of failure was to show my
students, by object lesson, that if rcal learning is to occur, one critical
element must be present: Personal meaning. Ultimately, it is personal
meaningthe significance of information to an .indiyidualthat allows
"the facts" he or she learns to take on dimensions far beyond those of
most traditional classroom experiences.

In order to make the learning experience as meaningful as pos-
sible, I ,had to establish the criteria I feel are usually present when a
student fails. Since there is seldom any valuable communication
between "teacher- and student during a failure experience. I held no
office hours during which students could talk with me. I also reduced
the classroom verbal pattern to lecture only. I allowed no one to interrupt
me during a lecture and I timed each lecture to run exactly 40 minutes.

There is also. I feel, an excessive emphasis on measurement during
a failure experience since the quality and quantity of what is learned
is determined by testing students. Front this, teachers determine whether
students have met course standards. In a failure experience they don't,
and the teachers can prove it! So I gave my classes a ten-minute test
each day at the beginning of the period on the reading matter for the
week. The tests, of course, were very challenging, as was the curve I
established prior toeach test.

During a failure experience von will also find that a teacher reminds
,:fo(lents they are doing poorly lw writing negative comments on paper
(in red pencil ) and lw holding the circled red F's over their heads as a
measure of their ineptness. Naturally, I did both.

I had originally planned that the experience would last for one
week: it never got that far. By Thursday,, inv twelve o'clock section
revolted, They were led lw a bright, articulate Young woman who
refused to continue in an environment in which she was "nothing more
than a test, a_ grade, and a listener." She refused to take the Thiirsday
morning examination and rose in anger to ask her classmates if they
wished to continue in the class. Those who did not, she encouraged to
join her in an assault on the bean's office to see if they could get me fired,
lynched, or both, At this point I stopped the experience for the twelve
o'clock section.

My other two classes were less overtly rebellious by Thursday,
but they had become unbearable to live with. They responded with
disdain to the tests, whispered to their neighbors, looked out the windows
while I lectured, or read some important material for their next classes.

19



12 l'ART I / THE ISSUES

Some just cut the class or came Yen close to it. ("I considered being a
class dropout On Thursday. . ." "I considered not (?ven cooling to
class.") Some, of cimrse, were there only in body. ("I just couldn't sit
stillkept counting the minutes." "I thinight of skipping some classes
and even tIniugh I Went, 1 Intind nwsell n( it listening. . . .") How often
,t10 teachers We their students acting the same way, but refuse to consider
that their teaching practices may be contributing to these actions and
feelings?

In college a student (.1111 leave the cold, indifferent instructor, who
appears to regard him or her as soinething less than a human being, and
seek out one who does uot. Elementary and secondary students often
are trapped by regulations that will not allow class changes once the
school year has begun. This combination of entrapment and insensitivity
can destroy in children any hope of maknig school a place where they
can lw successful.

There are, .of course. those few brave souls who will complain to
their parents or counselors, or even escape from it all by dropping out.
But most, rather than appear different or questnmahle, seek solace in
their classmatessearching for those with similar fedings for or reactions
to teachers who, they arc convinced, do not care for them. Many of ow
students did the same thing. ("I was more comfortable knowing I was
not alone." "If I hadn't b('come aware that others were doing as poorly
as I. then the effects would have been more potent.")

Another damaging effect of the failure experience was the dis-
couragement it produced in many students. ("I felt that maybe I was
too dumb to even try to stay in school." "I quit carrying too many
courses.") It was alarming to see how shaky the self-confidence became in
my class of intelligent, prospective teachers. If it takes only this to
damage successful high school graduates ("I felt (1umb."), what must
happen to Young minds when they first meet this kind of experience?
Are they ever really the some agaiil:

Faikne can also build in students strong resentment toward what
threatens them. Their vision will narrow and in many eases it will be
the teacher against whom students harbor the greatest feelings of distrust
and anger. ("I didn't know whether to poke von in the nose, quit school
and go back to Inv old job, or what." ". . . (hisliked you intensely.") If
the failure experience is rePeated enough, such feelings can extend to an
entire educational institution. This is so often the case with failing
students or dropouts: their disappoMtnient in themselves and the school
is so great that they can onlv think of fleeing from or destroying the causes
of their discomfort.. Many of the students in nw classes began to exhibit
the first twinges of this destructive force. On Friday, at the conclusion
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of the cX1W1ience tlwir relief was so apparent, it was as if they had been
freed to return t6 that which was again normal and rewarding.

Nlost of the circumstanues I created were overdone to the poMt
of distortion. To be more significant, a failure experience should be
generated over a much longer period of time, with greater subtlety and
deception. Nit. attempts were at least conscious: I wanted my students
to experience failure. The tragedy, is that all too often teaclwrs do not
want failure to be the result of their effort, but they have no control over
what previous failuw may. have -already instilled in the child or what
threat.; of failure mac ultimately do. to the student.

the'experience described had anv v;.due, mv hope is that it gave
each stadent a brief glimpse of what insensitive, subject-centered teaching
can do to those attempting to learn. If these future teachers can remem-
ber the experience long enough to see that it never happens with -their
own stacknts, then perhaps something was accomplished. They will, of
course, by the nature of public education, have to fail SMIle students. If
they think a bit about what their stutknts will feel, however, they may
try harder to create an environment in which failure does not have to be
the outcome.

Some students expressed the feelings that I hoped they would.
(-I never realized how powerful the tongue and pen can be and how'
damaging . . . to a student.- -I learne(1 a le.sson I will never forget
how it feels to fail.") Perhaps they realize now that failure can destroy.
If they understand this ninch. I-did a bit of teaching

2 1



Making Classroom Competition Positive:
A Facilitating Model*

Richard L. Curwin and Patrick J. Deillarte

MR.. BARTON CAVE his class a reading test to determine
group placement for the remainder of the year. Although the students
did not understand how the tests were to be used, they did learn through
rumor, that the tests were very important and would tell Mr. Barton
hoW smart they were. Many students tried to read answers from their
neighbors' papers.

Ms. Lyons runs an open clmsroom. She allows students to select
social studies objectives and learning activities, from a source bank. The
students are required to do only what they choose at the beginning of,
each week. Ms. Lyons-has placed a chart at the front Of the room listing
every/ student's name along with the objectives selected and achieved on
a darto-day basis. The five students who have completed the most
objectives at the end of every week receive special privileges.

Competitive activities like theSe are cOmmonplace in classrooms
across the country. Close examination of similar instances might reveal
cheating, compromised values, and threats to self c.oncept.

Contemporary educators are taking a long, hard look/at the corn-
petitiveness of learning and are coming up with two contradictory sets
of conclusions. Proponents of competition in education extol its virtue:

The above article first appeared under the title, "Comtietition -Can Be
Positive," in Scholastic Teacher, Teachers Edition, April 10, 1975. It is reprinted
with permission from Scholastic Teacher, © 1975 by Scholastic Magazines, Inc.
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MAKING CLASS1100Ni COMPETITION PO:iITIVE 15

training for the cutthroat, real-life world waitiug in the wings. Opponents
claim that all competition is harnifill and must In, eliminated from the
school environment if the child is to survive psychologically.

It is unfortunate that the issue of competition is considered in
"either/or" terms, because such a restrictive view provides an inaccurate
picture of how cornpetitiim works, and worse: siich a view leaves the
teacher confused, and without realistic, viable options for everyday class-
room situations. Few classrooms are void of competitiOn, just, as few
classrooms have no cooperation.

There is a third alteniative for mulerstanding competitiiin and how
it relates to learning. It is a model that can be readily'applied to real
classroom situations so that teachers can facilitate learning through
healthy competitions that do not destroy self-concepts or encourage "me
first" attitudes. The model contains three independent factors common to
all competition: conditions of entry; emphasis; and control. These factors

'-are-used to define competitive situations so that the effects of any com-
petition may be determined. These'three factors, as well as competition
as a whole, are vii..,wed in this model as a continuum and not exclusively
in "either/or- tenns.

Conditions of Entry

Is participation in the competition voluntary or involuntary? Volun-
tary participation means that participants have a free choice in the deci-
sion to compete. Use of overt and subtle pres.aires to influence a person's
decision to partake in the competition is not acceptable. Sonic classroom
exiunplcs are:

Students may choose instructional groups on the basis of interest
.rather than be placed in predetermined ability groups in which a norm
of behavior is expected;

Students may cluaise from a wide variety of learning activities;
No student is ever pri.ssnred to,participate in a particular class-

rimin activity. The student's right to pass is accepted without question.
Involuntary entry, on the other hand. includes those situations in

which, knowingly or niiknowingly. a persim is fmced or coerced to par-
ticipate. Some examples are:

All students take the saint, exam at the same
Everyone must participate in the same events or a6tivities;
Suidents are grouped by ability for instructional purposes.

The Imre freedom a student has in choosing to compete2the more
likely the competition will lw in his or her best interest. Each' student
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is the best judge of whether to enter a competition. The removal of the
threat or coercion to compete helps students choose the competitions
that have personal meaning for them,

Emphasis

Is the competition primarily geared toward means or ends? Means-
centered situations an. characterized by an emphasis on the po)C'ess
involved in the competition; evinning or losing is not as important as the
learning that occurs. Means-centered competition is further exemplified
by the existence of internal rewards, such as learning for learning's sake,
playing for the enjlement of the game, striving to increase ability or
achieve a personal goal. Some classroom examples are:.

No external rewards or punishments are granted for academic
effort (exclu(les using letter and numerical grades, passing out test papers
according to marks earned, and failing students );

Noncomparative feedback is provided for all student work;
Students are allowed to progress at their own rates.

Ends-centered competition is characterized.bv emphasis on results
ill terms of winning or losing, with rewards only for those evho win;
losers are considered failures. In ends-centered competitim, rewards are
classified as external, whereas, in means-centered competstion rewards
are primarily internal. Examples of ends-centered competition are:

Report cards are sent home with letter or numerical grades;
AChievement charts are displayed in the' classroom;
Praise and criticism are used to coerce students into achieving

teacher-deterniined outcomes,

Ends-centered competition is costly to winners and losers alike.
Advocates of competition claim that it can result in pride, teamwork,
sacrificeall fundamental skills necessary fin- success; aspiration for
greater achievement levels; and the ability to face defeat with a healthy
attitude. By placing stress on the ends, however, we destroy the potential
of all these benefits and create a climate evhich encourages cheating,
cutting corners, and general distrust. The result is unhealthy attitudes
evhich actnallv binder learning and the personal growth of our students.

Control

Is the responsibility for enforcing rules of the competition the role
of an external or internal agent? Situations involving internal respon-
sibility require that the participating individuals have decision-making
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MAKING CLASSROOM COMPETITION POSITIVE 17

responsibility and 'that they use it with objectivity and fairness. Some
classroom examples arc:

Students and teacher share the responsibility for evaluating work;
In classroom games, each placer is responsible for maintaining

the rules.

To be effective, an external judgment .system demands that those
persons with decision-making responsibility must be objective and must
possess the knowledge and skills to make fair judgments. Some exam-
ples are:

Only the teacher's criteria are used in evaluating student work
(for example, the teacher gives an exam, grades it, and returns it);

The responsibility for preventing and policing cheating is exclu-
sively the. teacher's;

In classroom games, the teacher always states and enforces the
rules.

Delegating responsibility to others for enforcing rules (through an
external judgment system ) promotes moral irresponsibility, especially in
learning situations. Students adopt the attitude; "It's okay to do some-
thing wrong as long as I don't get caught." They need a chance to
develop moral integrity, and the first step is accepting the responsibility
for enforcing the rules that apply to their own behavior. (See Table 1.)

MEANS
Internal

MEANS
Exteraal

ENDS
Internal

ENDS
External

Conditions of Entry
-r

-1
Voluntary ! Involuntary

VMI* IMI

VME IME

VEI 1E1

VEE IEE

VM1 is an abbreviation which represents a competitive squation
where participation is voluntary, means are.emphasized, and control
is internal. All other characterizationsfollow this pattern.

Table 1.: Operational Definitions of
Competitive Situations
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We tind that competitive situations characterized bv Voluntary
Entry, Means Emphasis, and Internal Control (VMI) are in the best
interests of students, particularly as such situations relate to self-concept.
VMI situatie m. are nonthreatening and help students to reach their full
potential. other hand, emnpetitive situations characterized by
InvOluntary E,Lcry, Ends Emphasis, and External Control (IEE) are
tvpicall \ detrimental to stndents. Both VMI and IEE are extreme con-
ditions; most competition lies sonwwhere between the two. However,
the closer the situation to the condition VMI. the better the competition
is for the students.

The classroom, as the basic unit for education in our society, pro-
vides numerous sources of competition, many subtle mid difficult for
the average teacher to dete(;.. soi,rces of competition in die
classroom include the obvious ex::,aplv,; of tracking; earning special
privileges and responsibilities (being a corridor marshal or doing
errands); attaining social, academic. or leadership status; achieving popu-
larity ( with students and teacher) ; maintaining the teacher's attention;
arid gaining recognition through sports and educational games. The'
clearest and most prominent area of competition in the classroom is
grading.

Comparative grading is clearly an example of IEE competition siarx
students have no choice of how or if they are to be graded. Also, grades,
by their very natore. stress ends-not means. Grades encourage students
to concentrate on rewards ( or punishments) rather than on learning.
The responsibility of enforcing the grading system rests solely with the
teacher. The pressure put on students to succeed causes cheating, drop-
phig out ( physically, as well as intellectually and emotionally), ond
undne stress for students and teachers alike.

Many systems of' assessing student progress are available. Those
in which at least one of the VMI criteria applies could have positive
effects on, students' self-concepts aod their attitudes toward school.

The teacher can change a competitive classroom situation into a
VMI situation. The first step is to identify different areas of competition
that exist in individual classrooms. The previously snggested list rep-
resents possible solirces of competition, vet each classroom has its own
unique characteristics. Each teacher !mist draw up a specific list for
his or her own situation. The teacher can then apply the criteria to each
competithm discerned. determine its nature, and assess its relative effects
on the stodents invol:,ed. With th e. help of students and colleagues
( including administrators ).-a teacher eau then determine ways to derive
maximum benefits from the competitions.

It is predominantly up to the teacher to ensure that .competitions
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are positive expoiences for students. By choosing, comrwtitive structures
that are characteriwd b VNII, and by working with students so that
they can recognize and cboose VNII situations themselves, the teacher
can, in effect, reap many of the rewards of competition while avoiding
most of the pitfalls.
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Who Ever Cheats To Learn?'

Sidney B. Simon

THE BIC THING about cheating that we all should remem-
ber is that no oneman, woman, or childever cheats to learn: Cheating
gains us neither infornmtion, nor knowledge, nor least of all, wisdom.

Still, students, throngh the ages, have cheated. They have cheated
to avoid punishment, cheated to maintain-. academic standing, cheated to
"up themselves" On the establishment's staircase, and cheafed to gain
status.

Cheating is a direct outcome of an overly competitive grading and
marking system. The more pressure generated in a given classroom or
school system, the more abundant the cheating will be. With the removal
of grades and marks, cheating disappears and students begin to help one
mlother learn what they have to learn. Cheating ,is always abundant
when rewards are in short supply. A classroom in which cheating
flourishes is like a family without enough love to go around: A child in
such a family will get another in trouble to gain love by default. Trouble
is a strange .way to buy love; cheating is an even stranger way to gain
rewards.

Cheaters become more and more creative in their desperate scramble
to reach a higher rung on the ladder of success. A catalog of cheating
methods could go on endlessly. Consider these favorites:

Cheating on True and False: Anyone who has been a student must
be familiar, with methods of cheating on true and false questions. (Is
there an idiplication that teachers were never students if they don't know
them?) In most student worlds, there is a basic way to pass back and
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forth the true-false answer. Two fingers up on the right hand, three up
on the left = question. =23. The cooperative answer (Who ever said
pressure was the antithesis of cooperation?) is flashed back with a one-
finger-on-the-nose. Jot down true. If von get two-fingers-on-the-nose, the
answer to good old =23 is false. A finger up the nose signals that you
should rely on self-help because this test is graded OH a curve and the
name of the game is survival-of-the-least-helpful.

Cheating on a Multiple Choice Question: This is a more sophisti-
cated version of fingers-on-the-nose. Given the f act; that there are usuallV
four choices on a multiple choice question, you could probably go with
one-, two-, three-, or four-fingers-on-the-nose. But too many fingers
crowd the nose, so cultured cheaters have devised the "foot position" to
handle multiple choices. Use Your left foot for A and B choices, and Your
right foot for C and D. Point your left foot to the far left for choice A
and to the far right for choice B. Use the same subtle twists with your
right foot for choices C or D. Tactful,.yes.. And Very successful.

The Crib..Sheet: Memorizing information is a proverbial "drag"
for students. But teachers love to be drags. Thus students must learn
creativity bv devising crib sheets to avoid memorizing the tons of infor-
mation which they and the teachers know will never be used agaip. (For
example, name the four Stuart kings or give the formula for measuring
a flagpole's height at 10 A.M., 10 degrees north of the equator, assuming
von are living.in Maine, oil Jun(' 10, 1010 B.C.)

The simplest method I have heard described is to tape 4" x 6" crib
cards to the legs. Another involves answers painf011y sketched on finger-
nails or inked on Necco wafers. (What proctor would deny a student
sustenance in the midst of final exam week!) The most creative crib I
have seen is a watch device. The student had rigged his wrist watch with
a roll of rice paper aptly inscribed with all the chemistry formulas he
needed. Fiddle with the Watch and the scroll of answers unfurls
undetected.

But the most ingenious story of all tells about the Young man who
appeared at his final Mtn) with his head:swathed in bandages. Only two
beady eves showed. Ile told his professor how much the course meant
how he dragged himself from his hospital bed just for the exam. .The
professor was so touched, he failed to realize that inside the bandage
was a transistorized radio readv to relay. When stumped with a question,
the student would mumble outloud; "Oh. why can't I remember those
darn seven products of Argentina?" Lo and behold, over the two-way
radio came the voice of a loyal fraternity brother; "Wool, leather .
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As. absurd as thew instances seem, there are many Other examples
each of us muld share. There is no record of how Many times the same
term papers are turned in to the same departments, or even to the same
professors. No talk exists.of the dollars paid to ghost writers for papers
short ard long, and even for doctoral dissertations. No matter how
relentless professors and teachers are in the never ceasing battle against
plagiarism, term papers are glued togetlwr with other people's words.
Where grades mean medical school, the bar, professional life or death,
the stakes are too high for honesty and learning. From bibliographies of
unread books to copied Spanish homework, cheating means survival.

When will teachers discover that without a grading system, there
is no cheating? We all recognize that, without grades, eertain teachers
wmild kave the classroom, certain snhjects would -disappear from cur-
ricula, and usekss memorization would die a natural death. All would .

go, as they should, into the valley of the forgotten.
Unfortunately, until the college-entrance-grad-sdlool-hysteria takes

on a semblance of reason, the grading rat race, the "paper clmse," will
conthnw. Students molded by grade .point average (CPA ), rank in
class ( RIG), and otlwr destructive symbols will set ethics aside and cheat
their way into the golden nwan.
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Grading and Young Children

Sandra Folzer Napier

DO YOU CONSIDER yourself fairly smart or not? And
when did you first perceive yourself in this way? Chances are good that
your vital self-concept germinated early in your school career. Possibly
it was at the onset of your tortuous grading history. It is likely that some
innocent teacher was siniply performing his or her duty by giving you
a grade of some sort. He or she did not intend to assign you to lifelong
membership in the smart, the dumb, or the just plain-old-average group.
But :here you are, twenty years later:

Even if you've graduated to a higher status group, even if you now
believe you're fairly intelligent, do sonic doubts still creep in? You could
have become just a hard worker; underneath, you still may be the-"?
mediocre student someone once said ydu were. How difficult it is to free
oneself from those early images. If you're one of the more fortunate
achievers, you see yourself positively, and you may not understand what
all the fuss is about. How would you feelcan you attempt to imagine
what it would be like if you were called "dumb"? The word might be a
tag you would try to shed throughout your lifetime, or a condemnation
you might come to accept. You might. After all, "they" know more than
you do. Thosc teachers are the experts.

Others Contribute to Self-Concept

Certainly there is much more to a person's self-concept than level
of intelligence. Concerns about social and physical attractiveness, skills,
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preferences, perceptions: All of these and more contribute to e images
and ideas we have of ourselves. We form composite pictures of our-
selvesamassed [min the e\perienccs surrounding us at lumie, in play-
grounds, on neighbors porches,. as well as in schools. Since more than
50 percent of a child's waking hours are spent in school, he or she
cannot be spared the constant exposure to the reactions of others, a
inir-ror in which we all view ourselves.

As much as we would like to develop relatively free from the con-
fines of the perceptions :4 others, it is difficult; perhaps it is even impos-
sible. Nearly all persons are affected in some way by how others see
them. We certainly do not choose this fate; it simply happens. Children
are no exceptim. They begin life with a clear slate. If left alone in the
wilderness to be raised 'hy wolves, theN inav never have to question their
intelligence or their sociability. ThCV may ;lever Il)Se the naturalness
spoken of by Rousseau. However, socictv exacts a toll for the security
it provides: We are classified, formed, and then fitted to the existing
system. Comparison and, too often, competition result. Who we are.
sometimes Iwcomnes dependent on wlio others are as well. Sonueone
always stands to lose.

Impact of Grades

Understanding the possible injury grading might inflict on anyone,
but especially a vulnerable child, the educator might investigate the
differences between grading and evaluation. The latter is definitely
essential to any educational process; the former is not. Grading implies
a limiting process through which the individual is forced into some
artificial category for the sake of efficiency. Evaluation, on the other
hand. 'implies a discovery, an application of some value, to a particular
behavior. It suggests a specific assessment, not a long-range classifica-
tion. The words of some very capable fourth graders emphasize the
impact of grades on young children:

If I got bad grades, I'd think I was stupid . . . didn't know anything.

Once I remember going home [with bad grades] and screaming
and jumping on my bed. I wanted to tell my mom I wanted to stay home.

When you get a bad grade, you feel ashamed, and kinda sad.

When grades are good, you usually keep them good. If they're bad,
then you usually keep them bad, and maybe worse.

These words suggest the great emotional involvement children,
even very young children, can have in their grade's. What is dangerous
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about this process is the asstunption that children make about their own
role in their education. Grades create the illusion that each individual
alone is responsible for his or her accomplishments. If one Works hard
enough, listens in class, and does what he or she is told to do, then good
grades \vill follow.

There is vet a subtler assumption that is evident here: Everyone
has the .same capabilities. Children are born with the same skills and
intelligencew) that when learning is not effective or integrated, it is
the child's Own fault. Teachers, school, family, and environment are
only cc,.7ysts. Everyone knows this is far from the truth. Children are
different, often Ver1: different. What is helpful for one ina,' not be
helpful for another. Consequently. I am proposing that the responsibility
for a child's accomplishments be shared among teachers, school, family,'
environment, and other influences related to education.

Sharing the Educational Burden

Society needs to take the burden of total responsibility for learning
from the child. \Ve need to share that burden. In order to demonstrate
that belief, wt. should evaluate all the participants in the educational
process from the ehilds, perspective. It is not enough that cities and
townships evaluate local schools or that principals assess their teaching
staffs. The child has no part in that process; quite likely, she or he is not
even aware that it is occurring. What is bnportant is that the child some-
times be given the role of evaluator. Then, he or she may come to under-
stand how a multiplicity of forces impinges on educational outcomes.
Schools build their reputations lw the quality of students they produce;
they should also share the guilt when someone fails.

The student's evaluation of the teacher or the school in no way
relieves the student of his or her own responsibility. This proposal is
not intended to create scapegoats. It only suggests that children should
not be given total educational responsibility, a situation that often results
when students believe they are the only ones hieing evaluated. When the
child has the opportunity to .eyaluate others. responsibility seems to be
shared, although the student still maintains the major accountability for
learning.

When the child becomes the evaluator, certain other advantages may
result. For example, the child mav learn to become a better observer.
Iii questioning his or her leacher's behavior, he or she mnst.become aware
of \chat is useful and what is not. In questioning a fellow student, the
child must know what is acceptable and '.vhat is not. lie or she must
think about what is happening and not accept it blindly. Thus, being the

3 3



26 PART I / THE ISSUES

evaluator allows the child to develop a totally. different perspective. The
new role inay allow children to learn mom and if .nothing clse, it may
create in them more sympathy for the difficult role of any evaluator.

Evaluation by the Child

There arc innumerable v.ays in which any child, even one of kinder-
garten age, can become an evaluator. It is possible for a child to evaluate
himself or lwrself, one's peers, the teacher, the school, the community,
and/or the family. For exampk, even very Young children couhl talk
about how they see tlwinselves and what they think they are learning.
For such children, who have not vet learned to write, a tape recorder or
the teacher could receive and play back their ideas. Likewise, without
writing, a young child could respond to a simple vocal questionnaire by
placing checks next to pictures in a magazine or a workbook.

Another alternative is for the Young child to draw pictures that
represent one's family situation or one's fantasy of an ideal school. Games
could cyen lw utilized for evaluation purposes. Children could act like
sonwone they admire at school. Nfaybe 6ven for an entire day this role
play could continue, allowing the children to feel what it is like to be
someone else and to learn that they are capable of the same behavior as
someone they admire. They could talk later about how easy or difficult
it was, and how they felt about it generally. The child would also learn
from such a. situation, since he or she will confront his or her own criteria
for respect.

Another game might be for young children to act out sorne symbols
with their bodies (for example, the letters of the alphabet, or numbers),
to learn if others can guess their identity. The evaluation following the
game could be informal: Does being understood by others prove the
success of one's efforts?

Interviewing is another technique that children of any age group
could use to learn more from and about each other. In a small encounter
where each child could fed at ease, it is possible that important informa-
tion might be shared, not only among children, but also with the teacher.

Once the child can master writing, many other possibilities emerge.
The child can fill out questionnaires evaluating the teacher, the school,
and other components of the educational milieu. Interviews requiring
note-taking can be conducted in school or outside of it. Students can
read one another's papers, offer help, and receive suggestions. It is
iMportant to remember that nonverbal types of evaluation may also be
useful with older children. Sonic older children may be able to express
themselves more openly and capably in a drawing or a dramatization.
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Choesing New Methods

As one can see, combinations for evaluation abound. One can alterthe type of evaluation to match the person to be evaluated. Thus,, manykinds of creative evaluations are possible.
Recipient of Evaluation Type of Evaluation

Self
Structured-UnstructuredPeers Verbal-Nonverbal

Teacher
Written-Spoken-Acted

School Done Alone-Done with Others
Ccrnmunity For Facts-For Feelings
Family Etc.

An) combination of the above could offer some new ideas. For
example, students could evaluate themselves by answering a structured
questionnaire, drawing a picture, talking about themselves, asking others
questions about themselves, and responding to the way others react toquestions.

There has purposely been no attempt made to provide detailed
instructions as to how anv one of these evaluations might be specificallycarried out. It is preferable that individual teachers formulate their ownideas to complement the unique needs of their classrooms. The sug-gestions given here are, intended to inspire, not inhibit, imaginativepossibilities. Both teachers and students often fail to realize the *full
extent of their creative capacities until challenged. Once we reject the
constraining idea that only students are evaluated and that only teachers
do the evaluating, we will realize the magnitude of creative combinationsthat can ensue.



Part II

The Arguments:
Researching the Myths,

Comparing the Alternatives

THERE ARE MANY myths surrounding grades. And myths
die only slowly. In this section, the research about grades is discussed.
Where did grades originate? How are, they used? What are the good
and bad effects of grades? In addition, this section provides a charted'overview of the pro and con arguments about grades and the alternativesto grading systems.
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What Research Says About Grading*

Francis B. Evans

THIS REVIEW OF the research on grading is selective rather
than inclusive, and is intended to highlight points or. directions the
author deems important. Empirical research has been included wherever
possible, and few philosophical or poleMical sources have been cited.

For the purposes of this review, marks and grades are defined as
single, summary symbols indicating iichievement in some substantial
segment of a student's educational enterprise (such as a eourse or a
subject), given by the instructor for the purposes of record and report.
The most common symbols employed at both the elementary and
secondary levels are letter grad,s (A, B. C, D, and F).

Use of Grades Is Extensive

Estimates of the extent of letter grading in the public schools vary,
but there is no question that grades are used in the majority of American
schools, According to a National Education Association ( NEA) survey,
reported in a 1974 research summary, letter grades were being used in
82 percent of the junior high schools and 84 percent of the senior high

An earlier version of this artkle was prepared for an ad .hoc committee
examining marking and grading practices at the University of Wisconsin at Green
Bay'in 1972, while the author was chairperson of the committee. In organizing this
overview, the author has relied heavily on an annotated bibliography included in:
Howard Kirschenbaum, Sidney B. Simon, and Rodney W. Napier. Wad-Ia-Get? The
*Grading Game in American Education. New York: Hart Publishing Company, Inc.,
1971.

I National Education Association. What Research Says to the Teacher: Evalua-
tion and Reporting of Student Achievement. Washington, D.C. the Association,
1974. Available from Educational Resources Information Center, U.S. Office of
Education: ED 099 405.
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schools sampled in 1971. Somewhat lower estimates were obtainkl for
the number of schools using letter grades only.

In 1973, a five percent sample of sduml administratorsseleeted
proportionally from both ,Aementarv and secinidan. sdiool levelswas
surveyed nationwide on the subject of grading. Fifty-nine percent of
the respondents indicated that their districts dhl not use an evaluation
system for students other than traditional report cards with letter grades
or point averages.2 Forty-one percent of the administrators indicated
that their districts did employ other reporting systems: one-half of. these
districts used written evaluations lw teachers and one-fourai used pass/
fail evaltOtions.

A 1972 hmgitudinal study of .grading practices at the high school
level revealed that letter grades only were then being used by' the
majority (68 percent) of schools, and that reporting methods had re-
mained nearly 11(. same fOr at least a decade.3

In 1971, Oliver 4 reported that the vast majority of colleges were
using letter grades. but noted that the majority were also using stnie
form of non-traditional marking in their record keeping systems.

Dissatisfaction with Letter Grades

Neither teachers nor administrators are entirely satisfied with letter
grades. The results of a teacher opinion poll, reported by NEA in 1971,1
showed that the majority (52 percent) of both elementary and secondary
teachers questioned were of the opinion that parent-teacher conferences
arc the best method of reporting pupil progress at the elementary level;
only 16 percent believed letter grades to be the best reporting methodfor that level. For secondary level students, the opinions were more
divided. The largest proportion (35 percent) of elementary and sec-
ondary teachers polled thought that letter grades are:he best reportingmethod, but both teacher-parent conferences and pass/fail marks were

2 Nation's Schools. "Schoolmcn Don't Like'cm But ABC Grades Linger On:
School Administrators Opinion Poll." Nation's Schools 91: 52; March 1973.

B. M. Pinchak and H. M. Breland. "Grading Practices in American High
Schools: National Limgitudinal Study of the High School Class of 1972." Education
Digest 39: 21-23; March 1974.

4 F. E. Oliver. The AACRAO Survey of Grading Policies in Member Institu-
tions. Washington, D.C,: American Association of Collegiate Registrars and Admis-
sions Officers, 197L Cited in: David Otto. Pass-Fail Grading Systems: A Literature
Review. Edmonton, Alberta; Canada: University of Alberta, Office of Institutional
Research and Planning, September 1973. P. 31.

.5 National Education Association. "Reporting Pupil Progress to Parents.-
National Education Association Research Bulletin 49: 81-82; October 1971.
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also favored, respectively, by 17 and 16 percent of those polled. The
surVey of elementary and secondary level school administrators plentioned
earlier reported that 57 percent of the administrators responding were
not satisfied with the grading system used in their districts.

There is evidence suggesting that students are socialized to accept
grades at the elementary level, but that by the time they reach the high
school level, they would prefer a marking system that would enable them
to see themselves as distinct individuals. Chansky and Shaw " studied the
preferenee.s of equal-sized samples of students from the seventh. ninth,
and twelfth grades of a Pennsylvania school system and found that the
designations Honor/Good/ Fair/Poor were rated highest when student
responses were averaged across grade levels. Next in preference were
contract grading and the designations Good/Satisfactory/Unsatisfactory.
The researchers, finding that students at the higlwr grade levels pre-
ferred letter grades kss than those at the lower levels, interpreted their
data as suggesting that yminger students accept, and approve of the
available system, but older students prefer systems that enable them to
we themselves as individuals.

Historical Perspective

A survey bv Kirschenhaum, Simon, and Napier 7 ot the history of
grading and marking indicated that marking is a very recent educational
phenomenon that developed in the last quarter of the nineteenth century.

Since the inception of grading, teachers have alternated between
using se'des with nmnv gradations (such as 10-point and 100-point Net-tics)
and using two or three broad, evaluative categories (such as Outstanding.
Average, and Needs Improvement), Shifts to different marking systems
were reflection!, of changes in the prevailing educational philosophy
over time.

Grading has long lwen the center oEa storm of controversy, magni-
fied by the early landmark research of Starch and Elliott," which demon-

.strated the unreliability of teacher marks.

N. M. Chansky and M. Shaw. "Development of Grading Preferences in
High School Students." Education 93: 336-38; April 1973.

7 Howard Kirsclwribaurn, Sidney B. Simon, and Rodney W. Napier. Wad-Ja-
Get? The Grading Game.in American Education. New York: Hart Publishing Com-
pany, Inc., 1971.

D. Starch and E. Elliott. "Reliability of the Grading of High School Work
in'Englkh." School Review 20: 442-57; 1912; idem, "Reliability of Grading Work in
Mathematics." Scliool &Oen. 21: 254-95; 1913, and "Reliabilitv of Grading Work
in History." Sclwol Review 21: 676-81; 1913.
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T'he 1960s brought a renewed reaction to grading. The plea for
more humanized educational approaches voiy,d in Perceiving, I3e1iaving,
Becoming" has been picked up and reiterated. Books on individualizing
instruction, such as Bishop's Individualizing Educational Systems,'" have
questioned grading practices On the groundS that they stifle the develop-
ment of a truly individualized learning approach. Recent papers, such
as that given hy Leuba," 'also argue that letter grades and individualized
instruction are incompatible.

Often grading has appeared on the list of school activities that
critics view as dehumanizing to education, hut seldom have critics in-

supportWe research in their contention. The Association for
Supervision and. Curriculum Development's 1967 Yearbook, Evaluation
as Feedback and Guide,'2 strongly criticizes grades, for example, hut

'does not cite the research supporting these criticisms. It is honed that
the following review of the research related to marking and grading willhelp to strengthen the important conclusions presented in this ASCD
publication.

Functions Ascribed to Grades

Over twenty years ago, Mink le '3 listed four functions of marks.
1. Administrative Functions: :Oarks indicate whether a student ;las

passed or failed, whether he or she should be promoted or required to
repeat the grade or course, and whether he or she should be graduated.
They are used in transferring a student from one school to another and in
judging candidates for adiri-ission to college. They may be used by
employers in evaluating prospective employees.

" Arthur W..Combs, chairman, ASCD 1962 Yearbook Committee,: Perceiving,Behaving, Becoming: A :Vete Focus for Education. Washington, D.C.: Associationfor Supervision and Curriculum Develonmcnt, 1962.
I" L. K. BishOp. Individualizing Educational.Systems. New York: Harper &Row, Publishers, 1971.
II R. J. Leuba, "Individualized. Instruction and the Letter Grade System."Paper presented at the National Conference on Behavior Research and Technology in

Higher Education, Atlanta, Georgia, November 14-16, 1974. Available from Educa-tional Resources Information Center, U.S. Office of Education: ED 100 308.
Fred.T. Wilhelms, editor. Evaluation as Feedback and Guide. Washington,D.C.: Association for Supervision and Curriculum Development, 1967.

13 W. L. Wrinkle. Improving Marking and Reporting Practices in Elementary
and Secondary Schools. New York: Holt, Rinehart and Winston, Inc., 1947. Copy-right 1947 by Holt, Rinehart and %Vinston. Inc., and reprinted with permisSion.
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2. Guidance Functions: Marks are used in guidance and counseling
in identifying areas of special ability and inability, in deciding on the
advisability of enrolling the student in certain courses and keeping him
or her out of others, and in determining the number of courses in which
he or she may be enrolled.

:3. Information Functhms: Marks are the chief means employed by
the school in giving information to students and their parents regarding
the student's achievement, progress, and success or failure in his or her
schoolwork,

4. MotivatMn and Discipline Functions: Marks arc used to stimu-
late students to make greater effort in their learning activities. They are
used for the same purpose in determining eligibility for honors of many
diffcrent kinds, such as participation in group activities, eligibility to play
'on the team, and membership in selected groups.

The research.findings about marking and grading.will be examined
in.relation to these four functions Wrinkle aScribed to grades.

Administrative Functions

Predicting College Performance: Although it is contended that a
student's past academic record is a good indicator of his or her probable
future performance, it is not as good a predictor as many educators
believe. Typical studies, such as those by Hills, Klock, and Bush 14 and
lw Klugh and Bierley,rk indicate that at the secondary level, grades
reeeived. , one year typically correlate about 0.60 with the. subsequent
Nvar's grades, and that high school rank in class correlates slightly Over
0.60 with college grades. This means that slightly over one-third of the
variation in a student's academic performance can be accounted for lw
prior marks: Moreover, a study at the University of Michigan found
that, from a financial point of view, it is more practical for college admis-
sions officers to study each applicant individually rather than to use
gross screening procedures based on grade point.average and high school
rank."

" J. Hills, J. Klock, and M. Bush. -The Use of Academic Prediction Equations
with Subsequent Cla..ses." Anierk.an Ed/R.(160710/ thwareli Journal 2: 203-206; 1965.

17. II. Klugh and It. Ilierlev. "'Hie School and College Ability Test and High
Sehoid Grades as Prediclors of Achievenient.- Edmwtionol and Psychological Alm-.
surement 19: 625-26; 1959,

16S. !stiller, Afea.suro, Nunila.r. and Weight: A Polemical Statement of the
College Grading Probb.m. Ann Arbor; Michigan: University of Michigan, Center. of
Research on Learning Teaching, 1967. Cited in: Howard Kirschenhatun, Sidney

Simon, and Rodney \V. Napier. Wad-Ja-Get? The Grading Game in American
Education. New York: lIart Publishing Company, Inc., 1971, p. 273.
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Predicting Professional Performance: Grades in a particular occu-
pation al field 1s.low ahnost no relationship to. subsequent Occupational
success. Barr,17 summarizing 33 studies of teacher effectiveness, found
that college grade point averages of teachers had a Median correlation
of 0.09 with later on-the-job ratings given by their supervisors.

hi medicine, there is a similar lack of relationship between grades
and subsequent professional success. Prince is found a slight relationship
between medical school grades an(l early success in the profession, and
in) relationship in the long run between grades and a list of 24 per-
formance Characteristics of physicians.

Even in a highly specific skills-oriented fiein such as engineering.
little relationship has been shown to exist between grades and eventual
succes, according to research by Martin and Pacheres." Their study
also found that there was no relationship between grades and on-the-job
salaries of engineers.

Hoyt, after reviewing 46 studies that have investigated the relation-
ship between college grades and various measures of later snceess,
cmieluded:

Although this area of research is plagued bv many theoretical, experi-
mental, measurement, and statistical difficulties, present evidence strongly
suggests that college grades bear little or no relationship to any measures of
adult aecomplishment.2"

llow Employers and Graduate Schools View Grade.s: Grades do not
appear to serve well for administrative functions. They are only mod-
erately good predictors.of future success in school, and they apparently
bear little or in) relation to future snccess beyond school. However.
grades may still be viewed as important by. employers and graduate
schoOls.

17 A. S. Barr ct a/. Wisconsin Studies if the Measurement and Prediction of
Teacher Effectiveness. Nladison: Denibar Publications, 1961.

Is P. 13. Prince, C. \V. 'raylor. J. NI, Richards, Jr., and T. I,. Jacobsen. Perfor-
mance Aleasurcs of Physicnins. Final report submitted to the U.S. Offi,..e of Education,
Washington, D.C., 1963. Cited in: Degrading Education. Washington, D.C.: National
Student Association, Center for Educatkmal Reform, 1969; and in: Howard Kirschen-
baton, Sidney B. Simon, and Rodney \V. Napier. Wad-Ja-Get? The Grading Game
in Anwriean Education. New York: Hart Publishing Company, Inc., 1971. p. 282.

19 R. A. Martin and J. Pacheres. "Good Scholars Not Always the Best." Cited
in: Business Week; February 24, 1962. pp. 77-78; and in: Howard Kirschenbaum,
Sidney B. SiniOn, and Rodney \V. Napier. Wad-fa-Get? The Grading Game in
American Education. New York: Hart Publishing Company, Inc., 1971. p. 282.

211 D. P. Hoyt, The Relatnship Between College Giades and Adult Achieve-
ment: A Review of the Literature. ACT Research Report No. 7. Iowa City, Iowa:
American College 'resting Program, 1965.
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Employers in business and government have said they consider
grades to be second in importance oidv to previous Work experience in
evaluating prospective employees, .according to a survey taken in the
Chicago region.21 That employers may look closely at grades was also
demonstrated in a recent survey of school superintendents regarding
their screening of job applicants.22 The respondents indicated that an
applicant's chance for clnployment decreased when non-traditional grades
exceeded ten percent of his or her course work. (When non-traditional
grades represented less than ten percent of the individuars acadenne
work, chance for employment would not be significantly reduced.)

Non-traditional grads can also have a, negative effect on graduate
school opportunities. According to a study by Schoemer and others,23
more than ten percent of a student's eollege record is made up of non-
traditional grades, chance for admission to graduate school and opportuni-
ties for financial aid may be sharply reduced.

Guidance Functions

Is an A Always an A? All of the research cited in the section on
the admioistratiye hinctions of grades could be cited here as wen. How-
ever, there are other problems with using grades for guidance purposes
in addition to that of their low predictive validity. These problems
center around what an A or B means when given by different instructors,
and around tlw unreliAility of grading procedures themselves. Chanskv,24
itnalvzing the use of grade point average in research, has pointed out
how grades can represent different things to different teachers.
Clramberlin 25 has commented that the proportion of A's giYen Ims varied

21 R. L. Bailey. AACRAO Subcommittee on Non-Traditional Gmding Pattf-..
l'ark Forest South, Illinois: Governors State University, Office of Ac ions &

1972. Mimeog,-aph. Cited in: D. Otto. Pass-Fail Grading Systems: A Literature
Review. Edmonton, Alberta, Canada: University of Alberta, Office of Institutional
Research and Planning, September 1973. p. 7. Available from Educational Resources
Infornmtion Center, U.S. Office of Education: ED 109 209.

'22 E. Thomas et al. "Effects of Non-Traditional Grades bn Hiring Practkes
of School Systems.". Journal of Educational Measurement 11: 213-17; Fall 1974.

23 J. R. Selmemer et of. "Study of the Effect of Non-Traditional Grades on
Admission to Graduate School and the Awarding of Financial Assistance." College
and University 48: 147-53; Spring 1973.

24 N. M. Chansky. "A Note on the Grade Point Average in Research." Edu-
cational and Psychological Measurem(nt 24 ( 1): 95-99; 1964.

27. C. Chamberlin, E. S. Chamberlin, N. E. Drought, and W. E. Scott. Did
They Succeed in College? Adventure in American Eemcation, Vohmw Iv. New York:
Harper & Bow, Pubhshers, 1942.
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not only from college to college, department to department, and instructor
to instructor, but also when the same inst..actor has graded the same
materials at different times.

Irregularities in, the assignment of grades are highlighted by
Temple University ad lute committee studY 26 that found dramatic differ-.
ences in grade distributions, not only among different colleges and depart-
ments within the university, but.eVen among different professors teaching
the same course. For exainple, in one course with a total enrollment of
514 students, an instructor of a section with 34 students gave no A's,
while 67 percent of the students received D's or Fs. Another instructor,
teaching 30 students, gave no 17's, while 63 percent of the students re-
ceived A's or B's. In this case, a student's choice of instructor ( actually,
there really was no choice since students were assigned randomly within
their time deman(Is) may prove to have long-mge effects on his or her
future.

A similar disz.brepanev ill grade distributions was found at San Diego
State College In. Kirbv.27 Analyzing the grades awarded by 206 lower
division instructors; he found that the median grades they 'awarded
ranged from below C (1.821 to nearly A (3.88). A similarly wide range
was reported for upper division instructors as well.

However, Otto conducted an analysis similar to Chamberlin's 1942
study and found relatively little Year-to-year variation or department-
to-department variation in three colleges. Otto.commented further that
the grade distributions were remarkably stable from Year to Year. Also,
research has shown that overall grade point average is not markedly
affected by the differing .standards employed in-various courses.2"

Teacher Judgments Vary: Course grades are usually a combination
of test results (of varying relialnlity an(l validity) and teacher judgments
as to student effort, punctimlitv, behavior, neatness of work, and how

26 Temple University. Report of the College of Education Ad floc Committee
on Grading Syvtems. ln-fionse- report. Philadelphia, Pennsylvania: Ternple Univer-
sity, 1968. Cited in: Howard Kirschenbamn, Sidney B. Simon, and Rodney W. Napier.
Wad-Ja-Get? The Grading Game in American Education. New York: Hart Publishing
Company, Inc., 1971. pp. 259-01.

27 B, C. Kirby. "Three Error Sources in College Grades." Journal of Experi-
mental Education 31: 213-18; 1962.

28 David Otto. Pass-Fail Grading Systems: A Literature Recime. Edmonton,
Alberta, Canada: University of Alberta. Office of Institiitional Research and Planning.
September 1973. Available from Educational Resources Information Center, U.S.
Office of Education: Ell 109 209,

21° A. F. Etaugh, C. F. Etaugh, and D. E. Hnrd. "Reliability of College Grades
and Grade Point Averages: Smne huplkations for Predicting Acacirmk: Performance."
Educational and Psychological Measu,rment 32: 1045-1050; 19'.'2.
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well the student is "working up to capacity." "" Usually, these non-test
aspects are given much more weight in elementary school than in high
school or college. However, because_course grades do reflect a degree of
teacher judgment. research on the unreliability of judgments made by
teachers grading individual papers is relevant..

Until the landmark research of Starch and Elliott mentioned earlier,
teacher judgment of student work was practically unquestioned. How-
ever, in three simply designed studies, thee researchers demonstrated
that teachers of high school English, geometry, and historyeven when
grading the same paperarrived at markedly different evaluations. For
each of these subjects, approximately 100 teachers w( re asked to mark a
paper on a scale of 100 points, with 75 points being a passing mark. In
English, a. range of 39 points was found. Critics .argued that since
English is a subjective area of study, the findings were not surprising,
but they were astonished when similar variabilitya range of about
45 pointswas found in geometry. These studies were landmarks in
casting doubt on the reliability of testing and grading procedures, as they
demonstrated that the variability in marks was not a function of the
subject area, but appeared to be a function of the grader.

A later study by Bells "I demonstrated that teachers.: when requested
to regrade a series of geography and history examinations. did so with low
reliability. Tieg 82 reported that a single teacher. given the same test
papers to rescore after a .two-month interval, assigned marks that dif-
fered 14 points on the average ( on a 100-point scale) from the marks first
assigned. Bracht "" found that the first and second scores given to a
single. brief essay question correlated 0.50 when reread by the same
Mstructor, and 0.47 when read by a different instructor.

Thus. other than being only moderately good predictors of future
achievement, grades d(1 not serve guidance functions well. Not only do

J. C. Stanley and K. I). Hopkins. Ethwational and Psychological Measure-
ment and Evaluation, Englewood Cliffs, New jersey: Prentice-flall, Inc., 1972.
Chapter 13.

II W. C. Bells. -Reliabihty of Repeated Grading of Essay Type Examinations.-
Journal of Edtwational Psychology 21: 48-52; 1930.

32 E . Tieg. Educational Diagnosis. Bulletin No. 18. NIonterry, California:
California Testing Bureau, 1952. Cited in: Howard Kirschenbaum. Sidney 13. Simon,
and Rodney W. Napier. Wad-Ja-Get? The Grading Game in American Education.
New York: Hart Publishing Company, Inc.. 1971. pp. 261-62.

33 G. H. Bracht. -The Comparative Values of Objective and Essay Testing in
Unilergraduate Education: Implications for Valid Assessment of Instruction." Unpub-
lished master's thesis. Denver: University of Color,,do, 1967. Med. in: J. C. Stanley
and K. a Hopkins. Educational and Psychological Measurement and Evaluation.
Englewood Cliffs, New Jersey: Prentice-Hall, Inc., 1972. p.
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they have low predictive validity for vocational success, but they are also
unreliable and often loaded with subjectivity.

Information Functions

lal)itrary Criteria Employed: In light of the above research, the
information content of grades and marks nnist be considered low. The
NEA survey of teachers referred to earlier indicated that less than half
of those questioned believed grades to be the best method of reporting
student achievement. The questionable information content of a "passing"
or "non-passing" mark is .also supported by the findings of Adams,"4 who
surveyed teachers to determine what level of performance or- behavior
they felt warranted a failing grade. Responses indicated that teachers
evaluated students in varied and sometimes non-measurable ways. Some
said, for example, that they would fail a student who "shows no intercst,"
"is, not paving athmtion," "has too many absences," or "is not meeting
certain specific academic standards." Adams found that specific criteria
were rare, and he revealed how arbitrary the factors underlying a failing
grade can be. The tragedy underscored by this study is that even though
the criteria used were arbitrary and may have changed with time, the
"failure" will remain permanently on the student's record.

It is well known that passing or even high grades do not indicate
the specific skills and knowledge acquired by the student receiving the.
grades. A grade of A or B awarded lw an instructor at a given institution
is not necessarily comparable to the same grade awarded by instr,cZors
in other departments and. is certainly not comparable to grades awarded
by other institutions.

Researchers Goldman and Hewitt,":' analyzing data from four dif-
ferent universities in California, found that academic fields accepting
students with .wer abilities tend to award grades less stringently than
fields enrolling Audents with higher abilities.

Grades Awarded Over Time: Grades probably should be inter-
preted in light of the Years in which they were awarded. For example,
during the 1950's and 1960's, aptitude test scores increased, but grade
distributions remained unchanged. One of the earls, studies demon-
strating that average grades remained unchanged despite rising SAT
scores was performed by Aiken."" One of the last major studies of this

34 W. L. Adams. "Why Teachers Say They Fail Students.- Educational Admin-
istration and SuperMsion 18: 594-600; 1932.

R. a Goldman and B. N. Hewitt. "Adaptation-Level as an Explanation for
Differential Standards in College Grading.- Journal of Educational Measurement 12:
149-61; Fall 1975.

36 L. R. Aiken. "The Grading Behavior of a College Faculty.- Educational
and Psychological Measurement 23: 319-22; 1963.
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era was conducted by Baird and Feister, zumlyzed data collected
from a. large sample of colleges during 1964-6S. They concluded:

This study confirms the earlier research . , . which nidicated that faculty
memlwrs, at least collectively, prefer or Ilre enlronitted to a certain distrihution
of grades. Thus, faculties sil()W a ii -inlaptatimi level" hy awarding, on the
average, about the same average and distribution of grades, whether their
current students were brighter or duller than last year's.37,

However, toward the end of. the 1960's, the situation changed. Apti-
tude test scores started dropping an(1 the average grades awarded to stu-
dents started increasing. As of 1975, it was reported that one-half to
two-thirds of the marks given in U.S. colleges zinc] universities were A's
and Ws, even though aptitude scores had dropped slowly but steadily dur-
ing the previous ten Years. A similar, though not quite so strong, grade
inflation is now occurring in high schools."

Thus. A's or Ws aWarded in college in the early 1960's probably, do
not represent the same student achievement level as the same grades
awarded in the late 1960's k :iecause they were earned when a different
level of compytition prevailed ). and the same grades awarded now
certainly are inIt comparahle to earlier grades.

Motivation and Discipline Functions

Students Respond. to Grtyles Differently: Contrary i:0 popular
opinion, there is little evidence that grades supply strong positive motiva-
tion for most students. Usually the onlv students who find grades moti-
vating are the better students. For example, Phillips 4" reported that
anNiety increased the grades of students who were already receiving good

Ixonard I.. Baird and William J. Feister. -Grading Standards: The Rela-
tion of Changes in Average Student Ability to the Average Grades ,Awarded."
Alnyrican Educational Reward, Journal, Vtdinne 9; Summer 1972, p. 440. Copy-
right 1972. American Educational Besearch Associa'ion, Washingtcm, D.C.

J. E. Davidson. -Academic Interest Bates and Grade Inflation." Educa-
tional Record 56: 122-25; Spring 1975, See also: R. F. Grose and H. C. Butler.
"Grading Game," College mut rniuersity .50: 723-39; Summer 1975.

39 II, I.. Ferguson ;Ind E. J. Maxey. -Trends in the Academic Performance
of High School and College Students,- Paper presented at the 50th Annual Conven-
(ion of the American College Personnel Association, Atlanta. Georgia. March 5-8,
197.5. Available from Educatiotial Resources Inforniation Center, U.S. Office of
Education: El) 109 52.3.

1" B. Phillips. -Sex. Social (lass. and Anxiety as Sources of Variation in School
An.kiety.- Journal of Educational Psychologn 53: 316-22; 1962; idcm, -The Class-
room: A Place To Ixarn." In: D. II. Clark and C. S. Lesser. editors. Emotional
Thsturbance and School Learning. Chicago: Science Research Associates. 1965.pp. 263-64.
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grades, but lowered the grades of students whose pre\ US performance
was average. 13rini ." reported that grades are one of thc major influences
i shaping a. student's estimate of his or her own ;tl;Iitv. i(j %David 42
suggested that academic success May result in a more positive self-image
which, in turn. may lead to a student's increased success in school.

Chanskv.." in examining the is,.tes causing a reconsideration of
grading practices, pointed out that although educators often view grlides
as motivating factors, research suggests that down-graded students often
continue to fail. fie also noted that students have responded to test
anxiety in different ways. For some, it has increased performance, but
for others, it mav lead to withdrawal and a sense of defeat. Chansky also
pointed out that although. in theory, students who receive poor grades
on an examination should review Materials and retake the exam to demon-
strate their increased proficiency, this seldom happens since the class
naives on whether or not the student has achieved the needed level of
competence.

According to more recent research, low grades can have differential
effects. Thayer ." reported that college students receiving D's and F's
during a -course dropped out more fregnently than other students, but
he noted that the low-graded studeuts who continued the course per-
formed better on .a subsequent exam. Thayer also found that students
receiving A's on the first exam scored significantly higher on the' second.
This finding supports NIcDavid's contention mentioned earlier.

Skulents Cart Progress Without Grades: It has often been argued
that the motivational value of grades is so important that, despite the
other problenis associated with theni, their use !oust be continued.

Supporters of marks and grades argue that if grades were elim-
inated, students would not work. Research does, not support this con-
tention and, in fact, a study by Chamberlin and others demonstrated
that the reverse could be true.

Chamberlin's study is so important that it deserves a detailed treat-
ment. The aim of the experiment was to determine just how important

41 0. C. Brim, D. A. Goslin, D. C. Glass, and 1. Goldberg. The use of
Statulardized Ability Tests in Anwrican Secondary Schools, New York: Russdl Sage
Foimdation, 1964.

42 John McDavid. "Some Rehtiiniships Between Social Reinforcement and
Schohistic Achievenient." Journal of Consulting Thychology 23: 151-54; 19.59.

43 N. M. Chanskv. "The X-Ray of the School Nlark." Educathmal Forum;
March 1962. pp. 347-52.

44 R. E. Thayer. -Do Low Grades Cause College Students To Give Up?"
Journal of Experimental Education 41: 71-73: Spring 1973.

.15 See footnote reference 25 cited earlier.
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a rigid college-oriented high school curriculum, including grades, was to
a student's later success in college. During an eight-year period begin-
ning in 1932, nearly 1,500 students from 30 "test" high schools were
matched with an equal sample of other students on a number of edu-
cationally important variables. These variables included age, sex, re-
ligion, socioeconomic background. previous grade average, and others.

One group of schoolsthe experimental groupwas allowed almost a
free hand in determining how it would develop its college preparatory
programs. Many eliminatcd grading, Schools in the second groupthe
control groupoffered typical college preparatory programs that included
grading.

Three hundred cooperating colleges agreed to accept stndents from
the experimental schools on the basis of recommendations from the
principals. On the measures employed during college, stndents from this
group performed as well/as or better than those in the control group.
They earned slightly better grades in all subject fields except foreign
language and were judged to be more intellectually curious, resourceful,
and more objective in their thinking.

Chamberlin's study, which has never been replicated. demonstrated
that grading was not essential to nmtiyate students. On the contrary, the
results snggest that grading could be a hindrance to th; development of
intellectual and personal skills.

More recently, Rutterworth and Michael ."; pointed out that an
individualized narrative evaluation of the work of sixth-grade students
resulted in the students' attaining higher reading achievement and a
greater sense of self-responsibility. In this study, two samples (300
students in each group) ':omparable in socioeconomic and ethnic com-
position, received different forms of evaluation. The members of the
control group received typical letter grades ( A-F) on their work, while
the experimental students had their work judged and reported according
to all individualized narrative form without grades or symbols. (The
research does Ma illention the comparability of the instruction the two
groups received. so it is possible that the results were a function of
instructional as well as reporting differences. I lowever. the results at
least are eialairaging.)

Negative Motivational Effects: 1\ larking and grading have been
found to have several undesirable motivational effects. For example,

w. Butterworth and \V. B imiship of Beading Achievo-
went. School Attitude. iind Self-Responsible Behaviors of Sixth-Grade Pupils to
(:oniparative and Individualized Report int; Systems: Implications for Improvement
of Validity of the Evaluat ion of Pupil Progrcss." Educational and Psychological
Mcouretnent :35: 987-91; Winter 1975,
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they produce conformity, reduce teacher-student,interaction, and en-
courage students to cheat to assure passing grades.

Bostrom " found that grades can be used to shape student opinions
in the forms of their expressed beliefs. Lippitt 1s reported that elementary
students, although they \vill confide priYatelv that they have a strong
desire to be more active and cooperative with the teacher, will not be so,
because they perceive that most of their peers are against such roopera-
don; they also recognize that group consensus does not support students
who are too eager about studying.

Bowers,49 reportig on a nationwide survey of college students.
found that at least 50 percent admitted thee oad cheated during college
by plagiarizing, using crib notes, copying on zu i examination, and byusing other means. l3owers connnented that all of these illegitimate
actions were a consequence of the system of examinations .and gradepoints, and that students engage in cheating because they believe they
may be rewarded bv a higher grade.

A similar situation was reported be Fa la, who noted that at least
half of the 5.0(X) college students interviewed luring a study by the
Columbia University Bureau of Applied Social Research admitted to

l le indicated that the incidence of cheating was highest among
weak students, pen, career-oriented majors, and students who Were in
se!itiol for such imo-academic interests as sports and music. Fa la
concluded:

We are faced with the inescapahle fact that any time we receive a setof term papers, a sulistanti:d priportimi of them will be the product of oneof the numerous Ultra- or inter-campus term paper rings which, to those inter-ested in criminal "inlicalisin and white c()Ilar crinw, are ammig the more
fascinatinit and exotic of the innovative adoptions of students.w

'17 H. N. Bostrom, J. W. Vlandis.. inid NI. E. Rosenbaum. -Grades as Rein-
forcing Contingencies and Attitude Change.- Journal of Educational Psychology 52:112-1.5; 1961.

.
. Poomld Lippitt: ,-Unplanned Nlaifitenance and Planned Change in the Croup\Vork Process." In: Soda! \'crk Practice. New York: Cohimlna University Press,1962.

49 \Villiam Bowers, Student Di.shonesty and It!: :.',mtrol in College. New York:
New York Burean of Appli('d Behavioral Science. 1904. r:ited in: Howard Bucker rt al.Making the Grade: The Academie Side of College New York: John wiley &Sons, Inc., 1968. pp. 101-102.

NI, A. Fala. Dunce Caps, Hickory Stirks, Puhlir Evalaations: The
Structow of tkrilth.'7)1 it' Authoritarianism. Madison: Univ,:sity of Wisconsin, Teaching
Assistant Association, li)68. Cited in: Iloward kirsulninbacm, Sidney 11. Simon, andRmlney \V. Mtpier. Wad-A-Cei? The Grading Ccnit. Amrriran Educathm.New York; 11art Pithushing Compuly, Inc., 1971.
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The proportion of students %vi() cheat fluty be well over 50 percent.
Knowlton and Hanwrlynck surveyed students from two universities:
one a small, rural liberal arts college and the other a large metropolitan
university. Eighty-one percent of the students surveyed at one college ad-
mitted to cheating, with 46 percent of them admitting they had cheated
that viTV tiemester. At the otlwr college, 47 percent indicated they
profited from cheating and only 35 percent indicated that they did not
chvat. In an earlier study by Calining,52 SI percent of the students at a
ion8e University indicated they cheated. Later, after an honors system
had been wdl t.stablished, the degree of cheating dropped to 30 percent.

This dismal set of research findings offers fairly conclusive evidence
that grading 0.9:1 marking, as currently practiced, fulfill few if any of the
positive nmtiyatimml and disciplinary functions ascribed to them.

Considering Some Alternatives

Research on attempts to mitigate the effects of marking and grading
is sparse, and the findings do not suggest a dear direction in which to
proceed. Some alternatives that have bemi employed include blanket
grading, pass/fail marking, masters' learning. and contract grading..

Blanket Grading and Pass/Fail Marking

The following research findings suggest that both blanket grading
and pass/fail optkms have decided weaknesses when incorporated into a
system in which most of the courses are graded.

Weakness of Blanket Grwling: Clark compared graduate students
enrolled in an advanced educational psychology course, in which a grade
of B was guaranteed, with graduate students taking a similar course on
a regularly graded basis. Altlmugh he found that the students in the
course that was graded competitively wrote much better research papers,
and reported that they spent a greater number of hours studying, he
discerned no difference between the performance of each group on a
final examination. The students in the course with a guaranteed grade
claimed that pressure for grades in othe7 courses caused them to let the

70 J. 9. Knowlton and L. A. flanwrlynck. "Perception of Deviant Behavior:
A Study of Clwating." Journal of Educational Psychoh)gy 58: 379-85; December
1967.

52 R. R. Canning. "Does an Minor System Reduce Classroom Cheat:lig?"
Jourrud of Experimental Education 23: 291-96; June 19.56.

53 D. C. Clark. "Competition for Grades and Graduate-Student Performance,"
Journal of Educational Revearch 62: 351-54; April 1969.
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psychology course slide, aml that they found it difficult to muster
..motivation.

Marshall and Christensen reported On a small study of highschool students that revealed no significant differences between control
and experimental groups in either achievement or achievement motiva-
tion, when one of the.groups received regular grades on class work, and
the other received "lenient marks,- which had been systematically yaised
One level. Thus, at least oYer one semester, strict grading did not appearto be necessary to maintain achievement or motivation.

Effects of PasslFail in Colleges: Pass/fail marking has been used at
the college level in the hope that it would encourage students to explore
academic areas unflimiliar to them and would reduce their anxiety about
grades. A studY bY Bain and others indicated pass/fail marking reduced
anxiety, but that few students elected pass/fail for exploration of anunfamiliar academic area. In fact, 87 percent of the students Bainpolled reported that they elected pass/fail marking either to provide
more study time for other courses or to proteet their grade point averageswhen taking a difficult course. Furthermore . about one-third of the
students electing pass/fail reported a lowering of motivation, while onlv12 percent experienced an increase in motivation. Similarly, one-fourth
of the students felt that they learned less in pass/fail courses, and only
13 percent reported that they learned more. Thus, while pass/fail mark-
ing reduced anxiet% about grades in the students Bain gnestioned, it oftenwas used to protect grade point averages, and it seldom was used by
the students to explore new awas. Furthermore, while the majority of
the students,. electing pass/fail marking reported that their levels of
motivation and the amount they learned were unchanged, a substantial
minority reported reductions in these areas.

Gold and others 5" analyzed complete pass/fail marking (that is,all courses takeu by the student that semester were pass/fail), partial
pass/fail marking, and traditional grading. It was found: (a) that
students prefeured the idea of partial pass/fail marking to the other two
methods, and (b) that pass/fail grading led to a decline in academic
performance. Even after returning to conventional grading, the studentswho had taken all courses pass/fail for one year received significantly

54 J. C. Marshall and D. L. Christensen. "Leniency in Marking: Its Effects onStudent Motivation and Achievement," Education 93: 382-65; February 1973.
55 P. T. Bain, L. \V. Hales, and L. P. Rand. "Does Pass-Fail Encourage

Exploration?" College and Univer.sity 47: 17-18; Fall 1971.
56 11. M. Gold, A. Reilly, R. Silberman, and R. Lehr. "Academic Achievement

Declined Under Pass/Fail Grading." Journal of Experimental Education 39: 17-21;Spring 1971.
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lower grades than students in the conf-rol group.
Reviews by Pedrini and Pedrini and by Otto" have shown that

pass/fail marking lias gained wide acceptance among college students,
and that the general practice in many colleges and universities is to limit
the number of pass/fail courses a student may,..take. The reviews suggest
that students often use the pass/fail system to redistribute time and
effort in such a way as to concentrate on the courses elected under the
conventional grading system. Some students use pass/fail marking as a
means of carrying an extra course or two, but more often, they use it to
redistribute academic effort, and in a good proportion of the cases, student
achievement in tlw pass/fail courses is advei sely affected.

Effects of PasslFail in High Schools: At the high school level, less
research has been r 'ported and it appears that pass/fail marking has not
been tried as often as at the college level.

Bishop described un effort to implement pass/fail marking in a
California high school during the 1967-68 school year. Only electives
( that is, courses not re(1uired for graduation or colkge entrance) were
offered on an optional pass/fail basis. Both the conventional letter grade
system and the pass/fail system operated concurrently, and neither teach-
ers nor students were required to choose one or the other. Furthermore,
the number of courses a student could take during a semester on pass/fail
was limited: It was possible to take a total of nine courses, and at least
five oi Liam had to he on a letter grade basis.

According to Bishop, a year-end survey indicated that about 60 per-
cent of the students felt they had worked .as hard or harder on their
pass/fail courses than on other courses, while nearly 40 percent felt they
had exerted somewhat less effort m pass/fail courses. Only five percent
of the students felt they had received less value from the pass/fail
courses than from otlwr courses, whereas about 60 percent felt they had
received the same value, and nearly 30 percent felt they had received
mow.. Both teacher and student reactions to the pass/fail system were
positive. However. the effects of pressure on students to achieve good
grades in traditional courses were present: 44 percent of the students said
that they had chosen pass/fail marking to relieve the pressure of letter
grades. These findings are remarkably similar to the college-level findings
reported by Bain. which were presented earlier.

:17 B. C. Pedrini and D. T. Pedrini. Pass-Fail Grading: Summary and Tentatit:c
Conclusions, Omaha, Nebraska: University of Nebraska at Omaha, 1972. Available
from Educatiowal Resources Information Centei, U.S. Office of Edneation: ED
080 073.

118 See footnote reference 28 cited earlier.
:19 Bishop, op. cit., pp. 192-99.
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However, somewhat culdhcting results appear in an article by
Weber "1) referring to a 1972 study at the high school level involving a
comparison between students who elected courSes On a. pass/fail basis
and students who received letter grades. 130th gnmps were assigned
letter grades bv teachers. who did- not know which of their students weretaking a course on a pass/fail basis. Counselors later converted these
grades .to pass/fail designations for the experimental students. It was
found that the group electing pass/fail was assigned lower letter grades
by teachers than the control group. Thus, it appears as if achievement
may be reduced in pass/fail courses at the hih school level.

It should be emphasized that most of the studies inentioaed here
examined the effects of blanket grading and pass/fail marking within sys-tems where most courses were graded competitively. It appears that
introducing a change into part of the system. whde leaving the rest
unchanged. may product. nndesirable results because of the pressure the
student feels to achieve good grades in other onuses.

Mastery Learning

One proniking instructional appmach. which could have consid-erable impact on current marking practices. has been evolved from amodel of mastere learning proposed bv Cari.oll.1 This mastery-learningapproach is based on the assinnption that what is comtrumly called
-aptitude- deterinines the student's rate of learning, but not necessarily
the learning ceiling. and that most, if not all, students _can achieve
mastery of a given subject if the instructional approaches are matched to
individual needs and if each student is permitted to progress at his or her
Own pace. This assumption has been supported at least partially by
research conducted by Atkinson "2 and by Glaser." \vhich demonstrated

1" C. A. Weber. -Ptiss-Fail; Does It Work?" Bulletin of the National Associa-Noir of Secondary School Principals 58:" 104-106; April 1974,
"1 J. A. Carroll. "A Model of School Leaining." Teachers College Record 64:723-33; 1963,
62 R. C. Atkinson. Computerized Instruction and the Learning Process.. Tedi-Meal Report No. 122. Stanford, California: Institute for Nlatheinatkid Studies hi theSocial Sciences. 1967. Cited in: B. S. Bloom, J. T. Hastings. and G. F. Madam.Handbook on Formutive and Soininutire Evaluation of Strident Learnjng. New York:McGraw-Hill Boor. Company, 1971. p. 46.
" R. Glaser. "Adapting the Elementary School Curriculum to IndividualPerformance." In: Proceedings of the .1967 Irwitathmal Conference on Testing Prob-lems. Princeton, New Jersey: Educational Testing Service. 1968. pp. 3-36. Cited in:B. S. Blooni et al. Handbook on Formative and Suntmative Evaluation of StudentLearning. New York; McGraw-Hill Book Company, 1971: p. 46.
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that when students were allowed to learn at their own rates, .nost of
tht ut eventually attained mastery of each learning ta,k. :dtlitaigh 50110'
aCilit'Ved mastery much sooner than others.

.Airasian; one instructor who attempted to in:pleinont 11111 terv..
learning approaches at the college level. reported results.
lich)re .Nirasian introduced mastery strategies to a course On u.st dieOry,

,-,iximately 20 percent of the students were receiving the grade of A
the find csamination. After implerrwutation. student performance

on the final esams increased dramatically. At the end of the first vear of'
implena ntation, 80 percent of tin. students attained A level scores on a
parallel tinrin of the final exam. 'Two Years after the strategy had been
implenwnted, 90 percent of the students taking the course attained an
A achievement level and were awarded A's on the final exam. The
implementation of master\ -learning strategies can result in a very large
proportiitn of students receivilez A's, as this case shows. since a con_
siderahle numher of teachers become very uncomfortahle when large
munhers of .ttidents rcce;Ye A's, the use of mastery-learning strategies
could have dramatic effects on current marking practices.

Contract Grading

Contraet grading is a method whereby the student and teacher agree
.tipon what the student must do in order to receive a given grade. The
method can he applied to a \vhOle class, or to anv munher of students
on an individual basis. Wally, the contract should also include a state-
ment of how the quality of the student's work will he judged and what
levels of pnificiency are necesSary to earn a given grade. If these
features are included, their contract grading is related to mastery learning.

One small study a't the college level performed by Newcomb and
.1,Varinhrod compared a regularly graded class with a elaNS in which in-
dividuals had contracted for grades. Mring the fall quarter, both. Classes
1. t similar grade distrilmtions. hut *timing the winter quarter,. the

,,ract-graded- class received higher grades. In both quarters, the

1;4 P. V. A irasian, "An pplieation of a Nfodificd Version of John Carroll's
:Model of School Unpublished master's theAs. Chicago: University of
(7.hici09o, 1967. Cited in: B. S, Bloom. J. T. Hastings, and C. F. Nladans. Handbook
on Foruait ire and Summatire Evalnation of Student Learning. New York: NfeCraw-
liir. . ook Company, 1971. p. 55.

. Newcomb and j. 11. \ Varnibrod. The Effect of Contriwt Grading on
qrnance. Part of a series. Surtonam of Re.search. Columbus, Ohio:

I t.'niver-ity, Department of Agricultural Pucation, 1971. Available
im.ttional Resources Inforniatiim Center, U.S.' Office of Education: ED

093 907.
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contract-graded and regularly graded stiulents displayed nearlv the sameattitmles toward the course, the nistructor, the exituts used, and the
teaching methods employed. The amount of reading students from both
groups did for th- course was also essentially the same. However, the
investigators did question whether the regularly graded class relly had
been' taught like a typical course. since stmlents could complete extra
projectswith the instructor's permiSsionto raise their grades.

.

Two stlid the secondarv..level reported that students riveivin
grades on a contract basis- demonstrated similar achievement levels :old
similar .attitudes toward the class. hall found this to IW true for two
ninth-grade general math classes, whieh were compared to two control
classes. Two teachers were involved. each teaching one experimental andone control class. Iarber reported similar findings for a ninth-gr ide
health (muse. when comparing thc,.attitudes and performance lcvel
exhibited by two regularly graded (lirsses and twii cont;.act-graded classesduring a study in:it on Vf) that lasted for nine class sessions. Both of
these studies suggest that. contract grading is at least as good as, if ilot
better than, regular grading.

Conclusions

l'his survey of the research about the effects of marking and grading
suggests that the traditional letter-grade system has MOW drawbacks and
disadvantages than positive features. Although many Of the studies
examined in this article were COMIlluted Won thall t Wellty Years ago,
there is little reason to believe that replication of them \could :rc.sult in
different conclusions since teacher mat-king and grading practices havenot changed significantly.

It is clear that gradipg does not fulfill the four functions ascrihml toit and that it can produce Se \Vral Undesirable motivational effects. Inaddition, the pressure on students to obtain good grades tends to under-
cut the purported lx.neficial effects of alternative marking approaches,
when traditional and' non-traditional methods coexist in the same system.

The research examiniug alternative approaches to grading suggests
that finding satisfactory, \vorkable alternatives will be diffieult and may

16 L. V. Ball. s'Stndmt Contracting for Achievement Grades in Ninth Grade
General Ntatliematics." 12outoral dissertation. Storrs: University of Cininecticut, 1973.
Abstract available Irmo. Educational Resmaces Information Center, U.S. Office ofEducation: ED 081 623,

1i7 \V, L. Iarl)er, "Cornparisim of the Relationship of tile Grade Contract andthe Traditional Grading Nlethods to Changes in Knowledge and Attitildc." Journalof School Health 44 395-98; September 1974.
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involve the restructuring of the whole curriLulum around an individu-
alized, comp(gencv-bascd or masterv-learning approach. In a recent
article on alternatives to the present grading system, Van Hoven ob-
served that:

. . . need a more scientific ratiomtle for liNv directions ill reporting
pupil progress that reflect and are consistent with new approaches to the learn-
ing, process. A non-eompeti!ive system of measuring a child's progress in
achieving behavioral objectives is clearly defensible in the light of recent the-
ories of intellectual gTowth and learning inotivation research. Moreover, the
actual programs developed as a result of these theories and studies do require
new approaches to reporting pupil progress."

Let us hope that future review's of the research will report subst.:.n-
hal progress toward a solution of the complex grading problem.

" J. B. Van iloyen. -Reporting Pupil Progress: A Broad Rationale fAr New
Practices.7 Phi Delta Kappan 5:3: 36.5-66; February 1972.
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An Overview of Grading Alternatives

James A. Bellanca and Howard Kirschenbaum

A T AN ANNUAL convention of the National Association of
College Admissions Counselors, a portly white-haired high school coun-
selor listened intently to a protracted and heated workshop debate on
the merits of 'traditional" and "non-traditional" grades. At the time the
discussion became most heated, the counselor calmly took the floor.
"I have worked with high school students," he began, "for more than
three decades. In that time, I have seen and heard these arguments no
less than seven times.. What interests me the most about this particular
discussion is the new definitions given the focal terrns'traditional' and
'non-traditional.' When my school was founded over a century ago, the
traditional reporting method was a written letter sent home to the parents
and a conference with each studcnt once per month. Essentially, we use
that same method today. What I want to point out here is the superficial
misuse of these two key terms, which mean so little and yet receive so
much attention. Let us put aside semantics and examine the real 'issues
why do we have grades and why do we evaluate?"

Just as the terms "traditional" and "non-traditional" do not help in
answering these two important questions, so are the words "grades" and
"evaluate" not likely to help, unless clearly defined.

Grading: Providing a numerical or letter symbol to summarize a
student's progress or achievement within a given period of time

Reporting: Transmitting information, about a student's progress or
achievement to parer-its, employers, school records, or college admissions
Offices (transcripts, report cards, portfolios)

Evaluating: Making judgments regarding the quantity er quality of
a student's progress or achievement

51
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Afeasuring: Ascertaining the relative progress of a student as based
ou normative scales ((or example. Iowa Reading Scale and Scholastic
Aptitude Test norms)

These definitions point ont the difficulties, inherent in each word,
which have arisen through multiple use. Some school systems might use"grading" to mean an individual process distinct from "evaluating."Others use the term "grading" to encompass all four processes. Thus,when Sue Stone receives a report card, the A. B, A, c grades not only
symbolize her progress (or that semester, but also report the results from
measuring devices ( tests) used by her teachers to ,evaluate what they
think Sue has learned.

Essentially. the definitions, as used in the implenientation of a
practical system, make clear two yerv distinct approaches to learning:
normative and mastery. The vast majority of elementary, secondary, and
college systems are norni-based. When teachers and students in a
normative system speak of grades. they conceive of the processes of
grading. evaluating, measuring. and reporting as one. Approximatelyone percent of college prograins. on the other hand, use a mastery
approach; slightly higher percentages of secondary and eleinentarv
systems have adov,Il mastery learning in toto. although as many asten percent of the systems may use some form of mastery approach.
Teachers and students who have implemented a mastery learning ap-
proach would distinguish each of the four processes listed above.

The Normative System

The normative system was introduced primarily as an efficient means
to record the progress of large Masses of students who appeared in urban
schools after World War I. It later evolved into an approach to learning
which measured a given student's performance in comparison to students
who attended the same school or who took the same test. The norm is
established by clustering scores of students along an imaginary line.
Each cluster represents a standard of expected performance. For in-
stance, a history teacher could determine that students whose answers
were 95 percent correct had "outstanding" performance levels; 87 percent
was "good": SO percent "average"; 72 percent "below averag,!"; and
below 72 percent was "failing work." An underlying assumption of the
method is that most students taking the test would fall in the "average"
group. A variation-of the approach encourages the tcacher to "average"
the raw scores receiveddw the 'students in the elass: Thus, if answering
.50 percent of the questions correctly is the "norm," then 50 percent would
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equal a C grade. Clusters emanatMg from the average would establishthe other grades earned.
Although a statistician might quarrel with the validity of Such amethodology, the two approaches described probably most closely rep-resent the classrown practice of nonn-based teachers. Ilow well thesystem is used, however, is not the question. The crucial question shouldfocus on the merits and demerits of the system itself.

Arguments For Norms
1. The normative system provides readly quantifiable informati6nto establish grade point .average ( CPA ) and rank in class ( RIC). CPAand RIC provide colleges with the input used to determine college admis-sions. The 1971 joint review of RIC and CPA lw the National Associationof SecondarY School Principals ( NASSP) and the American Associationof Collegiate Registrars and Admissions Officers ( AACRAO ) indicatedthat only 15.8 percent of those surveyed did not use one or both of theseformulas.' Thirty-three and seven-tenths percent required RIC/CPA and44.6. percent .requested them from applicants. The committee that pre-pared this repOrt recommended that: "secondary schools should continueto coinpute grade point averages as one element for use in the collegeapplication process- and that "secondary schools should .provide rank inclass for those colleges that require it as part of their admissions process." 22. High school performance, as measured and reported throughRIC, percentile rank. or CPA is the most reliable predictor of freshmancollege grades."

3. The normative evaluation system is an integral component ofthe basic structure (Carnegie unit time schedule), content (departmentalcourses), and methodology of most secondary school programs.'
4. Life is competitive. The normative system, therefore, preparesstudents for the "real. world.- This system not only helps show the
1 Warren Seyfert. "The Facts of the Case." Bulletin of the National Associa-tion. of Secondary School Principals 56(365); 41-66; September 1972.2 Warren Seyfert and Committee. "Guidelines for Working with GPA andRIC." Bulletin of the National Association of Secondary School Principals 56(365):62-824 September 1972.
3 Jane Loeb. "If gh School Performance as Predictive of College Performance."Bulletin of the National Association of Secondary School Principals 56(365): 19-26;September 1972. This article gives an overview of significant research on this topicand provides an excellent bibliography; see also footnote references 4 and 5.. 4 Donald Hoyt.

"The Relationship Between College Grades and Achievemcnt."ACT Research Paper .No. 7. Iowa City: American College Testing Program, 1965.
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student the areas of future emphwinent he or she should or should not
consider, but also ,,'Clsols OW the l'hatt fl'OnI the \vhvat.5:

5. A(Imissitn, to) Asp. liktswise comp,stitivis. This normativis.
system pmvides an objec:.tive transcript which facilitates the fansest and
most precise comparison of individual applicants. Grades reveal most
succinctly the varying levels of achievement."

Ii. Normative grades motivate students to study more diligently.'
7. Grades assist efficient record-keeping. Because of their easily

quantified character, grades facilitate the/teacher's obligatory report of
a student's achieveMent to parents. future teachers, and future
emplovers.m

S. Most scholarships and financial aid are dispensed On the basis
of RIC and CPA."

9. lust students prefer grades Over non-traditional evaluations."'

ArguMents Against Norms

1. Most Colleges do review non-norinative transcripts which (.16
not provide Gl'A or 111C. The 1973 survey conduCted for the College
Guide for Experimenting High Schools reported that less than 5 percent
of the respondents would not consider a transcript lacking 111G. or CPA.
Fifty-four percent indicated "fair and equal" review."

iloward Becker et al. Making the Grath... New York: John \Vile>. 4..4. Sons, Inc.,
1958.

II. 1.. Baker and 11. F. Dude. Change in Marking Procedures and
Scholarship Achievement.- Educational Administration and Superckion. Number 4;
1957. pp. 22:3-32.

7 0. G. Brim et al. Ilw Use of Standardized Ability Tests in Arrwrican Sec-
ondary Schnolv. New York: Russell Sage Foundation, 1964. See :ilso: B. A.
Feldmesser. "The Positive Function 1,1 Grades." I.:duration Record; Winter 1972.
pp. 66-72.

s 0. G. Brim et al. A Surrey: Unircrsity and College Attitudes and Acceptance
of Pass/Fail Courses. tikokic, Illinois: Nation.il Association of college Admis.sions
Counselors, 1972. See also: Bulletin of the National 'Association of Secondary Sclzool
Principals 56(365); Septeml,er 1972; aild Nlax Marshall. Teach,. Without Grades.
Portland, Oregon: State University Prks, 1969.

9 Ruth Payne. "The Question of Financial Assistance.- Nlornit Iklyoke College
Alumnae ()narterly; Spring 197:3. pp. 10-14.

0) Richard A. (1urton, "Comments on licsearch." Bulletin of the National
Association of ticeorulary School Principals 509 365 ) : 145-4.S; September 1972.ii Jaines Bellanca and Iltuward Kirschenhat1111. Colh'ge Gnide fur Experiment-
ing High Sclands. Upper Jay, New York:. National Humanistic Education Center,
1973.
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2. Grades are, at most, a poor -predictor of success." The longer
the time between the tests, the less the magnitude of correlation. The
correlation between . grades and long-range performance is moderate;
that between grades and post-aeadeinic performance is practically non-
existent.'2

3.. Grades are the base for an academic system that has failed to
achieve its own objectives. Grades promote superficial learning, poor
teaching, and a -Watergate morality- in which ends justify means. "How
to cliera or to con" is the majin. lesson mastere(l."'

4. Life in the 1970's demands that individuals and groups cooperate
for survival. The 19th century survival-of-the-fittest philosophy is anti-
thetical to the cOmplex syls required to drive on a freeway, explore the
im)on, or solve modern economic problems."

5. The college boom has peaked. Add the riing cost of a four-vear
college education to the lower number of potontial applicants caused lw
the declining birthrate. and the reason that colleges have begun for the
first time in nlanv years to actively recruit candidates becomes clear.15

6. By definition, the normative tiN stem pAwents the individualized
and personalized learning which encourages each student to learn tit the
pace and by the means most suitable to ber or him. Personalized learning,
which encourages the intrinsic value of learning, is impossible when stn..'
dents perceive grades as their major goal.'"

7. The normative system div,,Ics the learning community into
divisive camps: Teachers are -obstacles" to be overcome; students are
"pawns" to b(' rnanipulated)7

12 Frank S. Jex. Predietin.. ca.lemic Success. Beyond High School, Salt Lake
City, Utah: Institutional Studies Monograph, 1966.

13 M. A. Fala, Dunce Caps, Hickory Stiekslnd Public Evaluations: The
Structure of Academie Authoritarianism. Madison, Wisconsin: The Teaching As-
sistant Association, University of \ Visconsin, 1968.

14 Douglas Looney. "Why Grab a Brass Ring?" National Observer 12(29):
1, 23; July 21, 1973,

11", Clara Ludwig. rhe Recruitment Rkldle and Admissions Today." Mt.
Holyoke College Alumnae Quarterly: Spring 1973. pp. 3-9.

I" Arthur \V. Combs. "Grading and How People Grow." In! The National
Conference on Grading Alternatives Workbook, Clevdand, Ohio: National Human-
istic Education Center, 1972.

17 Sidney B. Simon. "Grading Must Go." School Review 78(3 ): 397-402;
May 1970,
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S. Grades are subjective, gemTally unscientific, nd seldom related
to established ethic:Mimi:1i ohjectiyes. More often than not, grades estab-
lish a meritocracy that rewards conformity and compulsive compliance,
and discourages individuality and creativity."

In the 1960's when colkge students challenged the miiversity
t'StilblISIIIIRMCS use of grades as a competitive weapon, the pass-fail (13/ F )
syndrome developed. Although few colleges moved totally to tlw Pi F
system, many allowed students to elect P/F grades for nonacademic elec-
tives or other cotirses outside the -major.- For the most part. P/F symbols
became known as the non-traditional grades which eased, to a small
ckgree, unnecessary academic competition.

Mastery Learning

When tvervone's attention \vas focused on the arguments about
pass-fail ( P/ ) and credit/.no 'credit ( C/NC) systems, little attention
was given to the development of a different approach to learningthe
mastery approachthen tmanating from the theories of Benjamin Bloom.
Mastery learning allows each student to proceed at his or her own pace
with individtially sekcted materials and methods in order to master the
content, skills, and techniques \chichi best satisfv his or her diagnosed
needs and best prepare him or her to advance to more complex content,
skills, and techniques. In this approach, evaluation beconws a key process
involving the use of diagnostic Inul measurement tools to itkntify needs
anti provide helpful feedback. The reporting and recording processes are
considered essential as administrative tools and ate not considered asMtegral to karning.

When one discusses the mastery approach, it is quite easy to differ-
entiate Ow various processes and define the functions of each. The
majority of the favorable comments about mastery learning center on the
classromn perkrmance of and the positive learning behaviors exhibited
by studmts who participate in good mastery programs. The negative
comments center on the administrative processes of reporting and record-
ing, processes which are less developed than the other aspects of this
fkdgling approach to ltarning.

In the mastery apprOach, there are three identifiable, but often
overlapping methods of reporting and recording: the completion ac-
knowledgment system. the criterion-referenced system, and the descrip-
tive system. Each of these methods providc S. for a specific evaluation

Is Howard Becker et al. Making the Grade. -New York: John Wiley & Sons,Inc., 1968.
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of a student's maste,..... icroing and each r Jssvsses unique characteristics,
. both positive and neptive.

Completion Acknowledgment System

The completion ucknonUgment sy:item reports that the student
has complewd the minimum requirements to earn credit for a course.
The completion is reported in one of two ways: (a) course title, pass or
credit symbol, and number of credits earried, or (b) cmirse title, pass or
credit symbol, number of credits earned or failure symbol, and no credit
record. .Some schools add variations such as honors (Hoof)), high pass
(HP), and low pass (LP). No attempt is made to compare student per-formance or indicate course content. Schools using this system usually
niake no other major changes in organization, methodology, or content.

Symbols

P/F; Hon P/HP/LP/F; Credit/No Credit; llon/P/No Record; U/S;
HP/P/F; Pass/No Record; etc.

Arguments Pro

1. The completion acknowledgment system encourages students to
explore, create, and investigate each subject.'"

2. Competition is eliminated. The unnecessary anxiety of com-
pulsive students and the damage to the self-image of less able students is
minimized.2"

3. Teachers learn to motivate students without reliance on the grade
crutch."

4. Students are free io decide which courses need the most atten-
tion. A student may &cid,. to spend less time ort,a course that.has little
value for him or her, in order to concentrate his orher study on a course
ha\ ing a high personal priority.22

19 Witham Glasser. Schools Without Failure. ,New York: Harper & Row,Publishers, 1969.

20 Susan Wyatt. The Mar:k A Case for Abolition of Grading. Washington,D.C.: Center for Educational Reform.

21 w. L. Achmis. "Why Teite%ers Say They Fail Pupils." Educational Admin-
i.stration and Supervision, Number 18: 1932. pp, 594-600.

22 1. L. Child. "Determinants t..f Level of Aspiration: Evidence from V.veryday
Life." Journal of Abnormal Psychology 44(3): 303-14; 1949.
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Arguments Contra

1. The completion acknowledgment system is more likely to hurt
than to help. Although it removes .the negative effect of the normative
grades, it makes no attempt to correct the normative system's other
weaknesses.2"

2. This system provides the least assistance t6 those college admis-
sions officers who need to distingr!sh degrees of ability and achievement.
Without grades, CPA, RIC, or evaluative descriptions, the admissions
Officer must rely totally on standardized test scores. This procedure is
unfair to all except the student who tests well. It also hinders scholarship
and financial aid considerations, which are often based on a RIC test
score formula.24

3. Most students, indoctrinated by the extrinsic motivations of the
normative system, are not prepared for an oYernight switch to the ex-
pectations of an intrinsic motivational system. Many students will react
by working as little as possible for non-normative credit.25

4. This system does not provide the time or training for teachers
to give evaluative feedback to the students.2"

Criterion-Referenced System

The criterion-referenced .system may use either the traditional or
non-traditional grading symbols. It differs from the normative and com-
pletion acknowledgment systems in that it establishes a .clear level of
proficiency for each competency which the student is expected to master.
A competency may be an individual skill or a concept in any of the three
major domains: affective, cognitive, and psychomotor. Criterion-
ref,m.enced.systems are adaptable to group needs or individual instruction.
"Contract and "performance mastery" systems are based on criterion-
referenced principles.

23 Neil Postman. What Is a Good School? Upper jay, New York: National
Humanistic Education Center, 1972.

24 Neil Postman. A Survey: UnZversity and College Attitudes and Acceptance
of High School Pass/Fail Courses. Skokie, Illinois: National Association of College.
Admissions Counselors, 1972..

25 Mathew Sgan. "Letter Grade Achievement in Pass/Fail Courses." Journal
of Higher Education 41(8): 638-44; November 1970.

26 George Bramer. "Grading mid Academic Justice." Improving'College and
University Teaching; Winter 1970. pp. 63-65.
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Symbols

A, B, C, D. No Record; P/NR: C/Nr; S/U: etc., plus a listing of com-
petencies mastered and/or a listing f c a required for a passing or
proficiency grade

Arguments Pro

1. The criterion-referenced systAn encourages individualized in-
struction. The teacher, working within tll framework of clearly defined
objectives, may devise, .quite readily, different me ins to reach each
objective. Individual students can work within personalized pmgrams
of instruction that meet specified learning needs in content, mode, and
pact. 27

2. This system removes the unnecesshry pressu re and anxiety of
competitive grades by,creating an atmosphere of cooperation. Teachers
become helpers and peers provide support.28

3. Each student knows exactly what quantity and quality of work
is expeeted.2°

4. The eriterion-refcrenced system focuses on success, not failure."

5. Teachers are held accountable to establish clear objectives,
develop a methodology that meets a variety of individual needs, and
establish supportive evaluation tools."'

6. College admissions officers receive specific information about
the kiIIs each applicant has mastered and the knowledge he or she
has. The facts arc clearly delineated without need for subjecti,'e
interpretation.32

27 The New High School: A SchOol for Our Times.. New York: Committee on
Experimentation, High School Division, April 1963.

28 T. Strong, editor. A Report of the Committee on the Freshman Year at
California Institute of Tc:mology. Unpublished report. Pasadena. California: the
Institute, .1967.

29 Everett Shostrom. Man the ManipuLtor. New York: Bantam Books, Inc.,

3° John Wilt. How Children Fail. New York: Dell Publishing Company, 1966.

31 Leland Bradford. "The Teacher-Learning Transaction." Adult Education
8(3 ): 135-45; Spring 1958.

32 Johannes Olson. -"Initial Experiences of a No-Bank School." Bulletin of the
National Association of Secondary School Principals 56(365): 103-104; September
1972.
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Arguments Contra

I. l'he development 'of criteria, behavioral objectives, individu-
alized learning packets, and other necessary instructional tools is in the
infant stage. Objectives for achieving advanced skills and embracing
ulore complex areas of knowledge, especiallv at the secondary level, are;
scarce. Hardware for individualized instruction is primitive and expen-
sive; software is inore,so; and evaluative tools seem to be from the stone
age. Most secondary schools do not possess the funds required for
research, computer technohigy, staff development, and in-service training
which the 5-point ( A. B. C. D, NH) criterion-r::ferenced system demands.
The 2-point system (for example, C/NC) is soinewhat easier t3 establish."

2. Tbe more detailed criterion-referenced systems tend to divide
learning into isolated boxes. They ignore holistic patterns of human
development, which call for the integration of feeling with knowledge."'

3. The eriterion-referenced system overemphasizes quantity, re-
sponse, performmice, and poestablished !limns in contrast to quality,
self-initiated creativity, aesthetic's,. and discovery. (Again, this is less
true the fewer the number of grading kv('ls.) "5

4. Most admissions officers do not have a clear set of admissions
criteria which deliwate minilmon competencies expected of applicants
at their schools."

5. Although the criterion-referenced system is more objective than
the normative and the descriptive evaluation systems, it generates more
information than some admissions officers, pressured by time, vill be able
to process fairly."'

6. 'Without RIC and CPA. financial help may be jeopardized. (See
completion acknowledgni('nt.)

33 Benjamin Bloom. "Learning for Nlastery.- Evaluation Goounent of the
University of California at Los Angeh:s, Center for the .Studv of E.,:ahiation of
Instructional Programs. Volume 1; \lay 196S.

34 Carl Rogers. Freedom 7'o Learn. Columbus. Ohio: Charles E. Nlerrill Pub-
lishing Company, 1969.

37: John Holt. How CliiHren Learn. New York: Dell Publishing Company,
1967.

:14; C. V. R. 11alsey. "Comments on New Transcript Patterns.- Bulhtin of the
National Assochaion of Secondary School Principals 56(365): 118-31; September
1972.

37 E. E. Oliver. the New Guidelines.- Bulletin of the National Associatioa
of Secondary School Prhwipals 56(3(15): 8188: September 1972.
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Descriptive Evaluation System

The des, riptire etialmaion .9ste114 details in written form the extentto which the content, skills, and/or techniques of each learning experience
ILtVC been mastered in the context of the student's development as aperson.

Symbols

Noneuses written teacher evaluations and/or student self-evaluation

Arguments Pro

1. The descriptive systein coninumieates the whole picture and
not isolated learning blocks. This allows an adinissions officer to judge
capalnlities, personality, and acvomplishment on the basis of detailedinformation that creates an integrated and highly personalized picture ofthe applicant.""

2. The descriptive system allows for maximunl flexibility for meet-
ing individual needs in a very personalized manner. lt is usually coupledwith a whole definition of learning which encourages creativity, problem
solving, personal growth. and the i»tegration of knowledge with feeling.
Learning,-in this sense, begins with content and skills which are personally
meaningful to the .,student and which reinforce a positive and realistic
self-image based on success."

3. A deseripi.ive system focuses the student's attention On the
processes bv which he or she learns. "Process" receives equal ranking
with -content" and with 'product." Included in the process of learning-
how-to-learn are learnin12 how-to-evaluate, learning-bow-to-set-goals, and
1earning-how-to-plan-use-of-resources.."1

4. Teachers and students must work closely together to preparegood evaluations. Cooperation places equal responsibility on students
and teachers to build a climate of support, trust, and mutual respect.4'

3s Report on Alternative School Trnnsc.,.ipts. Amherst, Massachusetts: NationalAlternative Schools Program, January 1973.

39 William Purkey. Self-Concept and Achievement Englewood Cliffs,New Jersey: Prentice-Hall, Inc., 1970.
40 Louise Berman. New Priorities in thc Curriculum. Columbus, Ohio:Charles E. Merrill Publishing tompany, 1968.

41 Alfred Gorman. Teachers and Learners: The Interactive Process in Educa-tion. Boston: Allyn and Bacon, Inc., 1969,
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Arguments Contra

1. Descriptive evaluations are too long and too complicated for
some time-beleaguered admissions officers to read. 42

2. An admissions officer is not concerned about personality. He
needs to know if au individual can do college work.43

3. Descriptive evaluations sometimes tend to become subjective
interpretations of achievement, usually, described in vague generalities
such as good, excellent, or fair.44 Descriptive evaluations require skilled
writers With the time and training to do the task in a manner fair to the
student.'" .

4. Descriptive evaluations do not make or provide for comparisons
by admissions officers.",,

5. Descriptive evaluations could be a potent weapon against a
student whom the teacher disliked.'17

6. Without 111C or CPA, financial assistance mav be jeopardized.'"

.12 Alfred Gorman. Quoted in: Grading and Reporting: Current. Trends in
School Adicies Programs. Arlington, Virginia: National School Public Relations
Association, 1972.

43 Allred Gummi, "Grading/Evaluation.- In: Memo to Faculty. Ann Arhor,
Michigan: University of Michigan, October 1971,

44 C. Pascal. Alternatives to Traditional Grading Procedures, Unpublished
niatiusuript,, NIontreal, Province of Quebec, Canada: N1cGill University, 1969.

J, Karlins et al. "Academic Attitiules and Performance Fuoctions of Differ-
ential Grading Systems: An Evaluation of Princeton's P/F S,.stem." The Journal of
Experimental Education 37( 3): 38-50; 1969,

41; Allan Glatthorn. Alternative School4 Project: Some Thoughts on Evaluation
or Waddid-I-Get? Upper Jay, New York: National Humanistic Education Center,
1972.

ir Howard Kirschenhaum, Sidiley B. Simon, and Rodney W. Napier. Wad-
la-Get?. The Grading Gamin in American Educution. New York: Hart Publishing
Company, Inc., 1971.

4S Joseph Vander Zanden. -One District's Efforts To Remove Rank. in ClasS."
Bulletin of the National Association'iif Secondary School PrMeipals 56(365): 89-95;
September 1972.
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Part I I I

Some Alternatives
That Work

THEBE MAY BE no more difficult reform task than intro-
ducing a non-wade report system into schools. Everyone wants it, but
few initiate it! In this section are articles which describe innovative
alternatives that: (a) have worked; (b) have been accepted; and (c)
have lasted. They range from a contract sstem for college students to a
computerized criterion-referenced system for levels'IC through 8.
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A Computerized Alternative To Grading

Keith V. Burba

SOMETHING WAS WRONG. Communication between
community and school desperately needed revamping.

The need to establish better coimnunication patterns became ap-
parent at a.. human relations conference ,involving teachers and admin,.
istrators in the Beecher School District, Flint, Michigan.

Teachers and principals from three particular schools in the district
decided to take action on these needs. All three schools decided that a
new svAem of reporting from school to parents was in order. This was a
big step from the traditional A, B, C, D, E that had been uniformly used
throughout the district. One of the schools, Harrow Elementary, planned
an acklitional change: an individualized instruction organization for every
grade level in the K-6 building.

Analyzing Substance of Reports

Teachers began to meet informally to discuss which method of
reporfing they preferred. Also, teachers began compiling lists of skills,
concepts, and attitudes they wanted to share with parents. At this point,
parents from the community were asked what types of information they
would like to have from the school

From this informal setting, a reporting committee emerged com-
prised of teachers from each grade level ( K-6), parents, and admin-
istrators.

Each area of the curriculum was considered in depih. Repoli ,ng on
student conduct . and attitudes :Was of particular concern to the com-

o
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A COMPUTERIZED ALTERNATIV ID GRDING 65

mittec, although grades in conduct seemed irrelevant and lunbiguous.
The gtoup felt that parents should In. infounNI 1.1fout the behavior
patterns of their children, as well as their acadenfic progress. Attitudes
and values which students exhibit toward school in general, and toward
pupil-teacher and peer relationships were seen as Ifeing directly related
to the learning process. It was felt that meaningful dialogue in this area
could encuonhge better school-community relations.

Describing Teacher Comments

After the attitude and comhict firea was studied, each of the subject
areas Was considered. skills and concepts taught at each grade level
in all of the :icademic disciplines 'were compiled. As one can imagine,
the committee had many pages of comments.

For each skill or concept taught, the committee felt then were four
ways to report student progress to parents. Comments might- be descrip-
tive, prescriptive, positive, or negative as illustrated by tlh following
examph.s.

Descriptive

Understands the concepts of left and right
Prints own Iliutlu

Prescriptive
Needs more work in adding two-digit numbers
Needs tl) he encouraged to read for pleasure

Positive
Able to recognize a verb
Shows an interest in nature

Negative
J.,acks sell-control
Not reading up to grade levd wally

Choosing a New Method of Reporting

After they had determined specific types of informatnin that theywanted to lose eofunumicating to parents. the committee memln.rs then
had to develop a method to report this information most efficiently. Soon .of the reporting alternatives studied were: ( a) handwritten evaluations
from teacher to parent; ( b ) check lists; (c) modified handwritten check
lists: and ((1) use of a computer.

The strengths aml weaknesses of the first three reporting alterna-tives mentioned above were studied and those methods discarded. The
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committee then decided to explore the possibility of computerized
reporting system.

Since child acco,,:v..,ig .A1(1 high school reporting for Beecher
schools were already h: h.s. computer (through the Genesee County
Inteymediate School ', experienced personnel were asked if they
could help develop a computerized narrative reporting system. Billie D.
White, director of data processil ig. (leveloped a program to produce the
desired reporting mechanism: narrative statements in paragraph form.

Since the computer's total capacity was 9,999 comments, over 1,000
narrative possibilities existed for each of the nine educational parameters
(listed in categories below) on which teachers would be reporting.

10(X) Attitude and Conduct
2000 Language Arts
3(X)0 Math
4000 Social Studies
5000 Science

6000 Health
70(X) Physical Education
8000 Art
9000 tisk;

Narrative statements were grouped within each of these nine cate-
gories to form the narrative catalogue: each statement was assigned a
four-digit identification munber fremi the numbers available to its cate-
uory. All narrative statements had to be limited to 72 characters. The
z7, .

final catalogue, which included over LUX) conunents, represented less
than one-tenth of the capacity of the total computer system.

Using Computerized Reporting

At the end of a marking period, teachers now receive a catalogue of
narratives (as described above) and a student worksheet for each pupil.
On the worksheet is the student's name, teacher's name, (late, and cate-
gories beginning with 1000 Attitude and Conduct and going through
9000 Musk.. After each of the nine categories are 15 blanks. The teacher
can choose up to 15 comments for any one of the categories. In total, the
teacher can use 56 comments to describe the progress of the student
(hiring the marking period. In short, the teaeher writes in the appro-
priate four-digit nonnbers. and the conipnter prints out the corresponding
statements. It takes data processing one week to keypunch the numbers
assigned to the narratives and to run the cards through the computer.

The descriptive narrative report for each student coilies back from
data processing in paragraph form, sectioned off into the nine major
categi !aes. The school receives three copies of each report. Copies go
to teacher and parents. and are put .svith cninnlative records.

Also, a usage report is supplied which tells how many times each
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comment was used for a !narking period. This has been helpful in
determining which narratives are not needed. Also, the usage report
gives sonic insi,t,ht into what is being taught in 'the classroom. ilic
system can be up-dated each marking period.

Cost for the program is S.20 per child per !narking period, or $.80
per child per Year.

Advantages of New System

In an effort to close the communication gap in changing to a new
reporting system, the staff felt it important to conduct parent-teacher
conferences. The first coacrelicCs tieellijd So well received that teachers
decided to use this method twice each Year.

Following are some of the specific advantages add strengths of
the narrativ,t reporting system.

I. Effective Utilization of Computeriztithin The data processing
system developed tends to produce a more k omprehensive narrative
report because of the computer's storage capacity of 9,999 comments.
This helps the teacher to avoid using generalizing cliccies or educational
jargon concerning the stndent's behavior and achievement. Also. since
the printout is orgailized in paragraph form, the parent can more easily
understand what the teacher is communicating.

2. Flexthility of System: Narratives can be added to or deleted
from the system at anv time. Because of itS capacity, the system can he
changed lw merely aSsigning a new narrative to an available four-digit
number within a given category. Also, the total usage report (explained
.earlier) can be used as a yardstick to make the system more efficient.
If a narrative is not being used by the stall, it inav easily be deleted.

3. More Realistic Than Grades: Each narrative relates directly to
sonic skill, concept, or attitude contributing to the teaching-learning act
during a reporting period. In other words, rather than assign a student
a grade of C in Language Arts. the teacher can share with the parents
the specific skills their child was exposed to during the evaluation period
which he or she did or did not develop. In addition to this information.
the teacher tan suggest the skills in which the student needs further work.

More Thorough Evaluation: ThW system demands that the teacher
make a more thorough cuundative evaluation of the student. Instead of
recording mere grades in the traditional grade book. teachers must keep
track of a student's progress in each skill or concept to which he or she
has been exposed during a marking period. Also, the teacher is spared the

7 ,1



Computerized Narrative Reporting System
Beecher School District, Flirit, Michigan

From the Narrative Comment CatalogCategory: 5000 Science

Number . Teacher Comment
5856 Needs Further Work Identifying Three-Dimensional Objects
5861 Understands Addition ot One-Digit Numerals
5866 Needs Further Work Understanding the Addition of

One-Digit Numerals
5871 Can Identify Angles
5876 Needs Further Work Identifying Angles
5881 Can Identify Short Periods of Time
5886 Needs Further Work in Identifying Short Periods of Time
5891 Can Identify the Area of Figures
5896 Needs Further Work in Identifying the Are :Jf Figures
5901 Can Identify the Color, Shape, and Size of Objects
5906 Needs Further Work in Identifying the Color, Shape. and

Size of Objects
5911 Can Identify Physical Changes in an Object
5916 Needs Further Work in Identifying Physical Changes in an Object
5921 Can Identify Objects by Weight
5926 Needs Further Work in Identifying Objer ts by 'Neight
5931 Can Identify Changes in a Plant
5936 Needs Further Work Identifying Changes in a Plant
5941 Can Identify the Increase in S'ze'of Seeds Soaked in Water
5946 Needs Work Identifying Ihe Increase in f of Seeds

Soaked in Water
5951 Has Successfully Completed ;i Reptile Unit
5953 Has Successfully Complete 2ir*1 Unit
5955 Has Successfully Comp let Jnit
55o7 Has Successfully Complete',
5959 Has Not Successfully Cornr ,nfile Unit
5961 Has Not Successfully J Unit
5963 Has Not Suce,essfull,, .mmal Unit
5965 Has Not Successfully C isect Unit
5967 Is Able To Name and 1,14 nle Machines
5969 Needs More Study To ' and Identify

6 Simple Mr_lchin
5971 Does Not Know the
5973 Understa ds the Term F
5975 Needs Moro Study To Br to Undrst,Ind the Word Frict un
5977 Dons Nut Understand the rm FricA n
0979 Knuws Te ms Reldtcd to Sn f Sirnr e Machine. e.g.,

Fora -Resi,Aance
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tasks of deciding what constitutt.s One end of the spectruni andan F on the other end or how to flank a child of a low-achkving statuswitlamt stifling a tlesire to learn.

5. Improving Learning En!-,7o,,.nent Within the Classroom: Severalteach( rs have said that the tiVSI ;o not only forced them to look moreclosely at each child, but also ed them to. look inure closely at theteaching. act. Because it !Osteu . cafcful sciutinv, computerized narrativereporting has proven to be a meaigs of upgrading instruction. In addition,when a child changes teachers c the end of a school Year, his or hernew teachers can see specificalb what skills or concepts the student hasmastered previously and can ,.hts develop accordingly a continuingintlividualiz.ed program for Ciat. uild. .

6. Discourages Unfavorible Compa-isons: -ins(' each report isindividualized and narratis au, used to report h: '.iarents. the systemtends to cause parents to 1 .ok u their child's report using the child'spartiunlar frame of referen,..e. it becoe less likely that parentswill plunsh children for ,, grathss or coml....re them negatively withother children.

Nt`t'd \\.as seen at IIam,y 1,::hool, Beecher School Dis-trki, Flint !ylichigan, for a 1. .iseti system. A computerizednarrative reporting i::,stem was dt.veiorti. !.,ceause of its several advan-tage. These inchale the effeeticrie,.:; , i:aiputerization. coupled withthe system's flexibility. realistic and thoroughness. Othermajor advantages of the svstem a-, C.-a it tends to improve the learningenvironment within the md to discoura:,ge unfavorable coin-parisinis of siblings bv pait :s.



A Contract Method of Evaluation

Arthur W . Combs

THE NIETHOD OF grading now used in my teachi»g is tho
product of 15 years of trial and error. It is the best method I have found
to date for meeting the following essential criteria:

A desirable grading system should:.

Meet,college and university standards of effort, performance, and
excel knee;

Evaluate the student on his or her personal performance rather
than in competition with his or her fellow-students;

Permit students to work for whatever goal they desire to shoot for;
Provide the broadest possiAe field of choice for each student;
Challenge students to stretch themselves to their utmost;
Eliminate as much as possible all sources of externally imposed

threat;
Involve the student actively in planning for personal learning and

placing the responsibility for this learning directly and unequivocally on
the stude»t's ow» shoulders;

Free the student as much as possible from the necessity of pleas-
ing the intructor;

Provide maximum flexibility to meet changing conditions.

To meet these.eriteria Inv current practice is to enter into a contract
with each student for the grade he or she would like to/achieve. Each
student writes a contract with the instruutor indicating in great detail:
(a ) the grade he or she would like to have; ( b ) what he or she proposes
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to do to achieve it; and (e) how he or she 1.)roposes to demonstrate that
he or she has achieved it. ()lice this contract lias been signed hv the stu-
th,,t ami instr,4,... tilt, stmitnj k, fro, fit m am. svav
desired to complete the contract. \\lien the contract has heen completed
iii letter and in spirit- the studenCs grade is automatic.

Beginning the Negotiations .

At the sccond meeting of the class the philosophy and procedures
for this method ol evaluation are carefully explained. Stu( lents are given
two blank contracts ou which to) file proposals in tInplicate, and a deadline
date usnalk (tne-fourth -to one-third of the way through the semester)
is set at which tinio all contracts must be in and itpproved. 'The student

'is told that in proposing the contract by.t things need to be taken into
('onsideration: ( a ) what the stmlunt would hke to do, and (b) what the
university Ir:s a right to expect of a person working for that grade.

Next, the instructor discusses with the student: ( a) the general
criteria for grades in the college. and (I)) the specific ways in which
Clubs(' criteria noav ii met in this particular class, While tluse criteria, of
course, differ frUnl class to class, they fall generally within this framework:
For a grade of C, du. college requires satisfactory completion of the
basic requirements of the motrse. \lv requirements are spelled out in
detail low a pal icular course inchuling south things as ottendance at all
class meetings, required and optional readings, and other specifics which

intend to) require of all students throughout the semester. These latter
might he written reports, projects, Awry:Mans, participation in researcii.

and additional assigninents.
For a grade of i the college requires completion of all of the

basic requirements for course, plus an additional program of study
above and beyond that generalk expected of all students. This is inter-
preted for my classes to mean that o. student iti.av propose: (a) some
special area of intensive. study, or o I)) a research ir action project of
merit.

For a grade of A, the college requires satisfaytorv completion of the
requirements for C and B levels, phis the t.onsistent demonstration of a
highlevel of xcholarship_ interest, and excellence in the subject matter of
the course. For inv classes this is interpreted to mean that students
working for an A must satisfactorily complete work at the B and C levels
mud t;tkc a stiff essay examination. The contract blank provides space
for students to write side-hv-side both what is proposed for a particular
grade and how they propose to demonstrate cmnpletion of that proposal.

7 8
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Contracts must be written out in great detail; indicating precisely
what is to be done and how, at every step of the way. Care is taken to
assure that a student gives a good deal of thmight to the contract at the
tuIlle it is likd to miike certain that no misonderstamling Occurs at the
end of the semester, Iw.len the decision must he made about whether
the contract has been fulfilled.

A long period for planning contracts is purposely allocated to
provide stmknts with eimugh time to: (a) get a kel for the course and,
( b) make preliminary explorations of problems they might like to tackle
in special study or special projects. As soon as a student has made out
the contract, it is sulmiitted in duplicate to the ni:tructor, who may
suggest additions; deletions, or modifications of one sort oi anotlwr during
a discussion period. Once the contract has been signed by the instructor,
there are no exiuninations in the course except the one selected by
students workMg for A grades.

During tln: Nt,!Wskf, if it beconws necessary for students to make a
change in their contracts, they inay do so by requesting reiwgotiation
after which appropriate modifications will be made. There is one excep-
tion to this: Contracts may be modified at the same level or a lesser level
but a student, once haying decided to work for a particular grade, may
not decide to work for a higher one. Af u:r all, a student who is going to
work for a superior grade must begin this process at the very start of
the semester.

The method Of demonstration by which thc stUdent wdl show com-
pletion Of the contract is the student's choice. Students 11Hly put on a
demonstration for tlw class, writ,. a paper, run an experiment, do a tar
remrding. keep a log of personal experiences, or whatever seems
appropria te.

If a student does not complete the grade c:ontracted for, then the
grade automatically drops to the highest previous level satisfactorily
completed. Thus. a persim who contracted for an A u,Tade but deckled not
to take the final examination would .iintomaticalh: receive 1 13 grade if
all the work is complete at that level. Similarly, a student working for
a C grade, who "fudged- on the basic requirements Of the C011itie, WOUM
mov( back to i I) grade or evi",o to an F grade depending upon the degree

clereliction.

Students Reaci Favorably

While this system of evaluation is by no iniqns perfect, it has
proven far more satisfactory than the traditional methods of gradini,
and eyahlation I formerly nsed. Students are sometimes upset by the

7 9
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pwcedurc at first :u111 may object to having so moult responsibility
placed upon 04111. "HICSO objections. however, quickly dissipate as the
stodent discovers a brand new I reedom W114.11 pOriiiitS disagreement
with the instructor With impunity. Experience has shOwn that students
read far more tinder this S\ St0111, Work ninch harder, and show far more
originality, spontaneity, and creativity. 1111 response of the StlidelltS IRIS
IlloStIV !Well enthusiastically favorable. From the instructor's view, it
IMS proven eminently satisfactory. The technique is not foolproof, how-
ever. :nul occasionally a Audent misuses privdeges. Hot as one of Inv
stodents expressed it. I guess VOII kiloW that sometinws studeots take
advantage of your grading svstembut then. 1 (4oess the old system took
advantage

8 0



A Case Study: Performance Evaluation
at Concord Senior High School

William J. Bailey*

THE PROPER EVALUATION of student progress is obvi-.

ously one of the most impoitant activities of schools; yet traditionally,
evaluation procedures have been perhaps the Most abused of all prac-
tices in the schools.

There are many ways in which schools provide an atmosphere of
failing, but the traditional system of arbitrarily placing students in oils;
of five categories ( A, 13, C, D, F) is the most damaging of all. The most
injurions category, that of failure ( D or F), asT s the student to place
himself or herself in the hands of the teacher for rewards baSed not on
what he or she learned, but on whether others learne& more. If we
translate letter grades into traditional numerical standards, we can have
one student attaining 69 and failing, while another attains 70 and passes,
with no allowances being made for time differentials in learning. There
are Only two grades ( A or 13) about which students feel good or feel any
sense of worth.

It is a punitive system indeed which categorizes participants so that
only the few are successful. In addition, studies have shown that there
are many discrepancies, inaccuracies,,and biases present in the decision-
making process of assigning students one of the normal five grades.'
This is due to the generally vague criteria involved in gradingcriteria
which vary .in types of components and in the relative,weight given to

° A former principal describes grading reform Mit during his admin-
istration.

I I loss ard Kirschenba um, Sidney B. Simon, and Rodney W. Napic, Wad-,/a-
Get? The Grading Game in American Education. Nese York : Hart Publishing Com-
pany, Inc., 1971.

74

81



A CASE STUDY 75

discipline, attitude. Atills, attendance, subji et matter competency, and
other factors.

Failure is structured into the American: sYstUni of public education.
Losers are essential to the soccesS of the witmers. Concord High School

.

in ,Wilmington, Delaware. was determined to change that structure.

Present System: Conflict and Frustration

The present grading situatitin is partially a result of an inherent
sociological conflict between two %.iews. On the one hand, society has
historically presented education-beyond-the-minimal as something for
the select few. On the other hand, modern society now contends that
advanced forms of educationt must be made available for all. School
learning has become necessary for the many. The economic potential of
this nation offers possibilities unlimited to those with the proper educa-
C.on, career choice, and job) perforr ,nce skills. There is no longer a need
to discourage a certain faction of the society from furthering its education
and training because of poor il.tiules. However, much of our present
educational system is doing just that because of the frustration facing the
majority of voting students.

Part of this frustration is due to the traditional norm-based grading
system in which only one-third of the students are successful (A and B
students). The source of this conflict educationally is the normal curve.
Benjamin Bloom speaks to the point beautifully.

Nye have for so long used the normal corve in grading students that we
have cooly to believe in it.... There is nothint! sacred about the normal curve.
It is the distribution most appropriate to chance :Ind random activity. Educa-
tion is a purposeful iteti,atv and we seek to have the students learn what we
have to teach. If we are effective in our instruction, the distributlim ccl achie%e-
went should be very different front the nocoml curve. In fact, we may even
iteast ;hat our .ineation efforts have 1,.11 unsuccessful to tlte extent to which
(Our of achievement appro.nitates die normal distribution.2

,Y011.;.r,e .1dmission practices aiu adjust to whatever system the
set:nnlary s, ',loots offer if there is sufficient information available about
studeins.

It is significant that a sorvey conducted bv Purdue University "

2 11,.niamin S. Bloom. -1.carning fur :Mastery.- Ern/tuition Couto/lc:fit of the
liniversity of California at Los .3tit.t,eles. Ccntcr for thc Stud% of Evaluation of
Instructional Prograni;, Volunic 1: May 1968.

3 A. C. Erlich. //i2,/i SclunIA in 1970: Stud!, ,)/ the tinuirt:t-tichooi Ilohnson-
'shiP. c't Laf'tvi'ttc'. Puird"c. "\ "rs"ruh
Ccutyr. 1970.
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revealed that 40 percent of high school students found their schools
'repressive- and considered education an -:isserliblv line proccss." It is
also significant that our nation faces many social problems such as
increases in mental illness, unemployment, divorce rate, drug abuse,
viden: e. and general social and political instalnlitv. .We must provide
for schools in which our hiture citizens can develop positive mental titti-
tudi.s, high self-coneepts-. and a sense of vocational direction, and in
.vInch they .Ura sticeetis pattern through a reasonable use of
their capacities. fl we cannot do that, We Will (10. little to solVe the
major problems of the nation.

If we want schools to) be significantly better, then they must be
significantly different. A ch:rage in the evaluation system is long overdue.
Concord 1 ligh School tried to make this changi. during the time that I
was principal.

A Partial Solution

If schools are to develop .their own philosoph\ , then their evaluation
NStent must ettliat k hat philosophy. The neW system for (:oncord
placed emphasis on the individual learner,' de-emphasized time as a
limitation to 'learning, and stressed the importance of precise objectives
in dealing with. specific criteria used in evaluation.

The AlOW tiVsteln was designed to increase the accountability and
reliability of our educational endeavors. This was possible through'
increased objectivity in evaluating student progress; improved diagnostic
competency-procedures effected upon student enti'y into a course; estab-
lished behavioral and criterion-based objectives for each course; measured
observable performances and- a,tnal groowth; and impnwed teaching
methmls, which allowed for individualized and continuous progi'ess
learning.- There were two major parts of the Concord (valuation process:
J a formativ4.% and ( h) stimulative.

Formative Evaluation

First. an interim progress reporting procedure dealing with forma-
tive evaluations was adopted. Frequent foilliative evaluation tests and
other appraisals provided an indication of the pace and motivation of
the SttilLiitS. They Imo indicated if the student were making the neces-
sary effort at the appropriate time. The, appropriate use of these evalna-

.tions ficipcd to ensure that each set ui learning: tasks was sufficiently
learned before subsequent learning, tasks were started. A check was.rnade
everv nine weeks or less and the results were forwarded to parents.-

8 3
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department was wsponsible for developing its own formative
es.11eations tind the necessary forms. Thc t. evaluation forms utilized the

itive mding system st-mbols for report card usage tind included a
- or two-page supplementary pnigress report, which gave t. specific

recording of snbject matter learned, student attit and other informa-
tion pertinent to the uniqueness of thk individual course.

Summative Evaluation

el'he other part of the et aluation system involved the fin:il recording
of achievement referred to as the sununative evaluation, The summative
evaluation was a summary of the work for the entice course. a recording
of student achievement level that included a coding system for college
transcripts, aml general pertinent (omments regardhig the individual
stadent, along with recommendations for future work in the areas noted.
( See examples on following pages.)

The stimmative evaluatitill was designed to award credit for achieve-
ment On two levels, plus an thlditional aceont7lishment/servicc category
that was highly selective. The basic achieveineut level, called -sufficient,-
denoted that the student had achieved or accjoired ;he 11(1.1'stiarN skills,
concepts, Or attitudes that met course standards. This stJ1kiein ICVC1 was
available to and attainable by till students in Concord II0411 School given
proper placement tuul normal time allotments, although some took
longer than others to achieve sufficiency.

elite -proficient- level signified a demonstration of unusual interest,
motivation, skills, knowledge, or advanced concepts. It was available to
and attainable by 9() percent of the students at Concord given: (a) tlw
appropriate mode of instruction (materials and teacher). (I)) unlimited
time, and ( c ) adequate motivation. Since intuit; stmlents NATIV not

to hurdle these givens, the proficiency level was somewhat
discriminating.

The third category was an arrangement starting after or along with
the proficiency achievement level, but requiring additionally that the
student enter into a contract to be of service to the cliscipline. This
"inaster status- was limited to one course per student per year. Exampl(s
of possible master service inchided: (a) acting as student aide to a teacher:
( b) assisting in a laboratory; (c) tutoring; .(d) researching special
projects; (c) writing learning packets/producing audio-visual aids; and
(f ) engaging in certain kinds m individual study.

It v- ts important to consider all three achievement levels in the light
of a transition from a .sYstent involving student comparisons, toward an
achievement system in which the student competed against the course.

8 1



Performance EvaluationConcord High School
Wilmington, Delaware

Analysis of major literary elements (Huck Finn)Phase III

Coaracter Objectiye: The student will analyze in depth the ch\iracters of Huck,
Jim, Ind Tom --designating their distinctive qualities, their similarities,
and their differences.

Tas.k:

(1) The student will write one paragraph each, supporting a .r.najor trait of
Huck and Jim (a total of two paragraphs!.

(2i The student will write One paragraph of comparison/contrast supporting
a point of similarity or difference between Huck and Tom; and

(3) The student will mulu-paragra ph paper tracing the stages in the
development of Huck's character..

Criteri,r

Prof,cienci --valid and in,_ihtful hypothesis iupported by ample arid well
chosen evidence..

Sufficiencyvalid nypolhesis supported by sc:-Int ancUer poorly chosen evi-
dence.

No Credit----,nvalid nypothesis and/or insufficient support.

Ihe !-;tudent will anall,ze the s...jnificance ci setting, inciud-
mg larger areas and letaik within descriptio,s.

Task:

(1) Given a passage, !he student will list details and, in one \
sentence, state their sigrui,cance: and

(2) The student will v.' 'to in class one paragraph develcpee by comparison/ \
c,re.trist staling (he sigmf canoe c,f the shore and the river. He or she \
will use -t least three specifc episodes in each setting to support his \
or her pe:otion

Criterta: Passage

Proficiency: 9 to 10 well chosen and supported details.
Suff,ciency 6 to P xei, chosen ::ind suc;ported details,
No Credit: 0 to 5.

Paraguiph

Proficiency: Clear has.s fur c,-)ntrast and full Use of supporting episodes.
Putt ciency: Clear basis for contrast hut wc,aker support.

No Credit: Lack of basis for Contrast and/or failure to provide sufficient
support.
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Performance EvaluationConcord High School
Wilmington, Delaware

Chemistry/PhysicsInterim Report

Student

Levels of S'Jdent Operation

Date

Student is working at

C

C,

2.

3.

6.

7.

8. EThs:,;

Lab reports:

Work Habits
Attitude
Utilization ot time

Teacher comments:

Studeni Progress

level.

No. complete No. incomplete

Pow Fair Good

Parent comments are invited ca
reverse side of report. P;irem SIgn,:iture
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Providing Meaningful Information

The traditional transcript format was used for college admission pur-
pOSCS. ThC for the coding system (NC, S. NI 1 were entered as
were grades in the past. Each student had On file the stimulative evalua-
tion form for each course ..onipleted. The back of the form contained a
description of the course ai 1 specific achievements made by the student
in relation to the course: for,wls ruried with the departmen;

\Vliell advisable. these for its were included with college or job
applications. If necessary all of the summative evaluations were sent
to interested parties: however, it was more probable that only those
specifically pertaining to the student's major interest would be necessary.
For example, a student with primarv interests in engimvrir g might send
thy math and seienee reports. ,Of t'Omirsr, trallst."'ipts .,tin contained thc
regular test scores and faculty lecommendations. but they include I no
gyaule point ziverage or class rank.

Summary

flit chall,41, A Cifiu. ,rd required input from many sources: all of
the following contributed to the decision-making Inoue s.

I. Concord (:urriculunt Board: This body was the curriculum deci-
sion-making 4roup In Concord High School. The board consisted of
stndel ts, teachers. colin,elors zind superv(sory personnelall .of whom
were involved in assessing the !,ellool's edueation.d practices. The cur-
xultun boarul gayr its expres. permission to undertaking of the

proposed grading change.

2. Concord Si,/dcnt Cabinct: This group of studeith controlled stu-
dent :ictivities and iidluencet1 school-wide decisions. The cabinet slip-
ported the movement.

3. Concord Citi:Icris' Arlyisorq Committee: "Ihis was ;1 lay group of
parents studh ilt5 . and citizens who jointly served as a haison between
the school, the community, and the school board. Illev showod unusual
interest ill the project.

4. Alfred 1. du Pont (..urriculunt Council: NIembers of this group,
experienced and well known educators in the district, made recommen-
dations of a curricular nature to the superintendent and hoard of edu-
cation. They were closely involved with Concord's instructional strategies
and they gave their approval to the new evaluation system.

5. Concord 1'TA: The PTA madc presentations to explain the etew
system help solve public relaieons problems.
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New Reports for New Schooling
at John Adams High School

Donald D. Holt

How cAN A ;..hool staff allow for a wider range of learning
experiences than is usually open to high sclmol students? 1 low can a
school staff eliminate, thrmigh choice, the negative effects of grading?
In order to answer these two questions, John Adams High SehOol in
Portland, Oregon, developed a two-track grading system: the student's
choice of traditional grades or Of P/F with written evaluation.'

Credit mav lw giVen for any course listed in John Adams High
School's curriculum after the student has met the minimum perforinanee
and attendance qualifications that were established for the course by
the certificated person of record. Students may receive credit if they
are properly enrolled through the data processing and progranuMng
proccdtirs that are part of each school and the instructional division.

Students are eligible to receive credit when the following have
been accomplished by the person of record:

1. The person of record will complete the course description form
.

that includes title, course description, total weeks of instruction, and
amount of credit for the course;

2. This statement must he approved by, the school director who
will submit it to the vice principal in the instructional division for
authorization or rejection;

Schools-Within-a-School. John Adams High School Operational Handbook.
Portland, Oregon: John Adams High Schiml, 1975.
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3. Once authorized. the instructional division will . rrange for
scheduling and will credit author;zation with data processi....7:

.1. A student will then be uonsidered enrolled in the class;
5. Credit will not be aiiwed for stud,..nt experiences that have

not been cleared iii nlvance by the prin. ;lures described above.

Learning experiences at John Adams fall into three categories:
(a) experience courses of an intern or apprentic(' nature: (1)) off-campus
learning experiences: and ( (' ) On-campus L-ourses.

Experience Cinirses: Credit is to be given to student secretaries,
student assistants. and/or student aides only when their evaluation forms
are signed/authorized it certificated staff memlwr. Tlw evaluation
nowt include the total number of periods comprising the student experi-
ence. Any instruction lw wm-certificated persolmel ninst be under tin)
direction and control of a certificated person. who serves its teacher of
record and :issumes responsibility for the instruction and the results.

Off -Cumims Learning Experience: In ordel to receive credit a
stinlent must prepan. an experience contract and submit it to the school
director who will have it placed on file with the instructional division
prior to collimeneement of the experience. The Schooi director will
authorize the transcript secretary to record credit for the experience after
all evaluation has been received from the community sponsor.

Course Designations: It is the responsibility of the school director to
designate and code each course intended to satisfy Coln's(' work required
by the State of Oregon and by the school district for graduation. John
Adams uses the following codes preceding course title when submitting
course statements for authorizatii:n.

Code
Requirement To Be
Sat isfic'd Code

Requirement To Be
Satisfied

E/C Eng/ish /Como111f( aion. S Scirm e
SS Social Sch.' lit T LS Laboratory Sri(' Ilee *

(also American PE Purs,o401 Finance °
Pr(blems) CE f'arecr Education °

I 'S I '.S. II ist any PI Physical Ethir..atioti
Cit Citizoiship ° II ..l,:altli
-I Alathematics DE Drirer Ednetztion

° Class of '715 and after.

All evaluation forms that inav part of the cry:lit-grauting system
( for. example. report cards and data processing r('ports) Illust indicate

9 1
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attelulance in terms of the total number Of periods of participation for
the amount of credit granted.

..\11 classes should be accounted for in record books by courseinstructors; each instructor \yin record ;:he attendance of every studentenrolled in his or her course. At the completion of the course, the n-,.ordbeaks are turned in to Ow instructional
divisinn. They serve as the finalsource on any student's onrolhnent. The record book must show thetotal number of periods of participation :did mount of credit awanled.

The circumstance in which No Credit is given to a student duringa reporting period can 1R. changed bv a teacher after the student has
met the course requirements of the instructor. The authority to change
the No-Credit status is limiteoi to the teacher of record for the course.
Note that the eligibility rules of the Oregon School Activity Association
require that: -A student shall have heen in regular

attendance, enrolled in
atld doing passing work in four (...1 ) full and regular subjects at the close
of the preceding semester as well as the current semester No student
shall be permitted to make up zun eligibility deficiency ill scholarship
after the semester ends.- This Bleallti that students must have passed
four courses during the last semester in order to be eligible. It :olso means
that credit cannot in' Mall' up for eligibility :ifter a .semester ends.All students at John Adams I ligh School have the Option of receiv-ing evaluation in cmirses either in the form of a grade (A. U. C.No Pass) or in the form of Pass or No Pass. A student is automatically

enrolled on a Pass/No Pass basis unless the teacher is notified to enrollthe student for letter grades. The decision to opt for 11 tter grades can
be made he eitherstudents or parents.

Students who elect to take a Pass/No Pass evalution. will receive
a written evaluation Of their progress. Students who elect to takegrades .(A. U. C ) will receive a \yritten evaluation at the discretion of
the teacher, In all cases where a student receives a No Pass. the evalua-
tion will autofnaticalle supported bv a written comment. It is recom-
mended, ill Qutst'S where a student receives a No Pass. that the conditionsneeded to receive a passing evaluation he i;lviltificd by the teacher.Written evaluations are to include

course inforMation. counselor's
name. written comments, the grade and/or the amount of credit awankdor restored, and the number of days absent during the quarter. The
writto, comments are to provide personalized ;Ind descriptkv informa-

.

tion for the student and parent.
Each teacher prepares complete reports which describe specificcourse expectations, as well as the student's individual progress. Theteachers receive ono: full day's release time at the end of each (huarter to)

write evaluations.
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Datil processiug printouts of student grades/credits/attendance
..tre part of the Adams records. The vice principal in the instructional divi-
sion I IS/NII)) establishes and interpret:: staff procedure for organizing
grade. credit, and attendance information for data processing.

The teacher of record has sole responsibility for the preparation Of
written evaluations told the organization of information for data process-
ing. The teacher must have supportive records of student work and
attendance.

School directors ace responsible for interpreting evaluation policies
to their staff members, as well as for consulting the staff reg,..rding the
preparation of student evilloations and data processing information.

'The head of the IS/ Nfl) and the school directors are responsible for
interpreting and enforcing school policy regaiding student evaluations.

The student vr parent may challenge the teacher's adherence to
school policy on tile ,tccuracv or completeness of the records. Such a
challenge must first be made directly to the teacher of record. Subseyn.nt
resolution can be sought through tile school director told the IS/N1D
vice principal.

Students rtave the option of preparing. .1 written evaluation of tIn.ir
own progrest in any course, to be used in addition to the teacher's
comments. These evaluations are included in all records and

The official school district transcript of each student's records is
maintained by the transcript/records secretary of the administrative
division. 'Re secretilrv also prepares unofficial copies of transcripts for
xU ,tudclits and fur cnunseling 111(1 programming purposes. Coordinating
and maintaining the ,tcennie.. of information for all transcript entries are
the responsihilities of each school ilirector. Correction of official records
is made according to mark up-dilte forms submitted to the records office

the teacher of record.
Bccords ;trt, ;little,: only by the records secretary. based on the

,chool director's \\Titter notification ot what changes are to In. made.
Any other changes made on official records tliav be made Only 'as the
reult ,1 petition t toproved by the principal and placed on record in
the transcript office.
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Beyond Letter Grades*

Patrick J . Dowling

AT A TIME when the impulw of secondary education has
been to focus on answering individual student needs and to aid in the
development of the person, the efficacy of using- tradijonal grading
systems to evaluate student growth falls under close critical scrutiny.
l'erhaps too much criticism has concentrated on the failure of grading
systems to meet current needs, thus obscuring the active development of
altc,rnative methods of student evaluation: yet, responsible development
has taken place.

One cummf alternative, functioning since 1970, was developed at
theoGlen Oak School in Ohio. Designed to replace the traditional grading
4stem, recognized as inimical to the school's philosophy of open educa-

tion. the new system has proved to be a viable, worthwhile alternative
in all respects. Those who are seeking their own answers, which can
be manifold, will find here an account of a fulfilled yet continuously
ongoing search. It is hoped that this text, while not being a dogmatic
manifesto ahout means and ends, will supply both inspiration to and
information for all thi;se questioning or already attempting to alter, the
sta t o.

Beginning the Search

Despite continual signs of progress in many areas, something seemed
to be missing at the very heart of the Glen Oal: educational process.

° This article is adapted from: Patrick J. Dowling and Konk(,)..
-Beyond Letter Grades.- The Independent School Bulletin 32( 3 ): 49-51; Vehru-
ary 1973. Used with the permission of the National Association of IndepoRient
Schools.
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Student,. parents, and faculty ahke \Yen- somewhat uneasy ..t.bout theevaln.ttiott s\ stem that had !wen adopted in lieu of the traditional grade-report seheme. 'While students confronted trimester barrages of non-uniform, individual course-evaluation reports raising ypiestions of trans-lation tor them ;Ind especially for prospective collcies I, teachers facedthe problem of working in a semi-vacuum, having only ambiguous,\
oepartmental guidelines ior formulating evaluations to ineaialiv and
report student cogiative dud ;iffeetive adyauclquent.

1)l."1)1(an was l'ec'ttglltzt'd at a tint( \di") long.-range planning could provide the means to a solution. 1 proposal for
lii cvaittation yvorkshop w.,ts drawn up and submitted to a local founda-
tion that would grant funds for consultants and printing. Faculty.
int-others who took part in the votksi

l were to he paid from the school
budget. Criginallv meant to be a project for he summer of 197l, the
w0rk...110p eventually began that hill, during, facultv-orientittion week.One day- was set ..iside specifically for ;tiring Opinions of fly current
evaluation system. This daY dong hrain-storming session was especiallyhelpful for discussing the inadequacies of the system itself and for
;.trtienlating the grottp.s apprehensions regarding basic issues: (al \Viiv
-ev:iltnite- rather than -grade..? I It \Vito will benefit front evaluations?\\IA an- the bast s for ev;duation? d \\*Rh whom yvill evah'iations
communicate? e How. spccifical IV, Will oVablati011 bl' 'tcettinplishod,and II\ whom? t \ Vaat art lilt ObitctiVes of evaluation?

These questions could not he answered in an afternoon or a-singleweekend. (hir efforts eventually took two months aml included fourlarge-group facult y. inectings, several committee and special-group
sessions, departmental itn-ctings, consultations with varnms spe.cialists.

11111Cli

Continuing the Search

A montii-ltni(4 hi,tiis in the works,hop :Allowed the facility to become
itediolatcd to the new syhool year before meetuu4 ,oz,ain on a satmdav

disenss tin evaluation sk Vith a consultant Resent to observetin- proecetlings. ti.i group he..zini l discussing the function of evalua-lilt. .p.d then broke into five Solyz,roips, which reported to the primary'group ,it. the close of the tlav. Ho resol: was a windier of statement.; onthe function of evaluation.
special planning committer met during the following week toprepare an outline of the comments made by the various subgroups;the outline was distriinced to the lacult,. along with an agenda for thenest meeting. lit entin faculty met that Fridtt y. to hear from the
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consultant, who reiterated the necessity of 0111 Ill:Cl/Ming even more
h. LevehTing-, our state-t'Viit'if about Ow illnclion of cvalliation at 1 1 1

ments into set of guidelines that \\amid apply to our situation. Another
consultant, ;.1. process ohs:al:cr. intervened to keep thy group task-oriented
and to deal \vith situations tlhit irllibited thy group.

The s;tilic five snligrolips Liter met again to discuss the functions, of
evaluation. Lich gioup \vas rciplinal tu define its o\vii statements and to
rank them in order of priorit\ Each ur the five then re(urned to the 1,11,4e
glum]) to share thei statements and to rank them info even more eXact
priuritiys. Vailtire aellieve this final rankind of all statyments resiff d
in a further task !or the planning conowittce.

committer filet ,ond selected the 1ir5t-raid:M(4 statement from
tht. hts of "t'io of ti". Tkw o`vri0(1)1""11 1)r1t"'' i"resulting master list ;!..ct.c/ I (;iiiiirlincs for Ecalugtion listed helo\v)
indicat, 1 the consensus of thy faiailtN Aunt. the printar. purposes \vhich
evaluation must accomplish.

Level I Guidelines for Evaluation

"rho primar\ immu.st. of evditation is to put us in touch with 0110
11110t1101: "baulk with facult\ faculty with students. faculty with
administratioll.

'The primai.\ i11 .-.)sc of evaluation is to) call die student III) to
realit \ and to c ommomicate the abovo, assessment.

Evaluation is a continloons process of effective communication as
1100111 sy11011 to \ylioniever nyeds it.

"Hie \ purpose of t'VdilIIttiO
0 0 (() feport to) students their

achievement in relation to c0111-S0 01.10Ctivcs.'

Ill 11 5C11001 sylilise a;:ottlemic program is both cognitively and
affectively oriented. evaluation slionfol provide information about the
.student's cariabilitics, and achievements. and should reflect tho
stwident's attinnIt'S Illol interests.

the planning committee svorkod norther to arrange the re-
maining subgroup siatemynts into ten eatygories, \\Inch \vet., eventualIV
refined hv the entire facultv inn) seven statement.; as folii.r.v.;;

Level Guidelines: The Purposes and Functions cif Evaludtion

Evaluation should iirovide students \vial a wide range of infor-
mation that ha:hides the affective. cognitive. and psychomotor domains,
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Evaluation should help students and teachers to d(velot) skill in:
k a) self-appraisal, and self-understantling and selt-aceeptatteu.

The evaluation process should itssist the tie:leiter in developing
insighti: about the stmleut.

Evaluation should lie an ongoing process that points die \vay to
itittl stimulates further gro\yth.

Evalliatton should serve as it motivating force.

:1 \yritteit record tit the (iv:dilation should be ;wadable to pitrenk,
academie institutions, ;Ind other itgelicitis.

Evaltiation should provide a basis for program planning ;Ind
design.

That consensus \vas reached on such it basic issue its the function
of evaluation \vas indicative of the group's solidarity. It1itl in the
validity of this consensus \vas reinforced by the similarity of our findings
to those of the :stssociation for Sipervision ;mil (.urriculum 1)evelo1)ment,
which has stated that:

to do ik tundaniental t.ok. cvaltiatiou inti.t perform five ttk. It imist:
1:Acilitoite

IR'0111pa,, all dub oiii).ctive.:

l'vilitato ;toil Ic;iriaug:

Comerate reeortls .tppropriate to v,triole,

Lteilitate kion-makim; clirriculunt Mot:Atonal polie..:

Such support was indeed heartening; of even greatc:. value. how-
ever, was the growth the group experienced iP being involved in the
process itself.. 'Idle statements we formulated gave us an understanding
of what we were about in a way that no preconceived, predigested,
prtistilected system ever could.

The work that folloWed involved itemization of departmeih,d
objectives and goals IN thev related to student developillent and learning.
These objectives were then reported to the large group. and later tested
against the guidelines to cheek their validity in terms of evaluation.
Completed departmental objectives, in the following weeks, were refined
and chtieked again aceording to the'svstem we had adopted.

Our final step/was to armnge it format for reporting. \vhich involved
record keeping ;Ind transcriptsa diffictilt task for tlte guidance counselor
.of.college-bolitid students. Such counselors, in this system, must collect

2 Fred T. NVillteltm:, editor. Ecaluatithi n,t Fectlback mul Guide. Nvachington,
D.C.: Association for Silpervi.i6i., and Clirritillow Deo clopment, 1907.
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all inclivallial course evaluations for a given student. ;lbstracl each ealua-
tion, and complete a composite of these :th,tratsts to be sent old as a
formal transcript. Other pertinent data, sue!' as standardized test s(.ores,
are included in each tralts(.ript ;Ind sent ;141tilissions officc.rs
with ;1. cov.yrilei letter of explanation.

:\ti of this \vriting, ;111 I If the colk.ge ;idinission.s officers jo \yhom
wt. have scut these transeripts have ac(.epted our format of evaluation
and reporting, inam of them enthusiastically. 0114 director of iulmissions
indieatt.d that his -first reaction .vas to ....\varn of the impending dangers
\vith regard to trifling \vitli the traditional eclia.atielial s\ stem. Ilossvs.er,
;ifter reflecting on the subjecl ;ind taking into ;iceotint the frustrations of
some high 5(.114101 students with the traditional system, Inv rrac.tion
'more pow.4..r to you.'

Support for the 114AV evaluation method \vas 411141,1\ communicated
to students, parents, and the scliool's board of trusn..es. thus uiiiiiiufs ing
their fears zind greath holstering their confidence ill the system we had
zullpted. For the facility, this slipport justified the illenths of (.flort spenttip to that point.

Thy ,vorkship ill time for us to use its results for evaluation
during the first trimester. follosving whiCli WI fonnd some further tests
and refinements ilet.dcd. (;eliain ilrOilS of individual evaluation needed
re\vorking for various reasons, Mid certain eV:dilations pro\vd 1111 \yield
needing revision for purposes of record keeping,.

The second trimester saw a number of changes in individaral
evaluation, with still more refinements to follow. Another consultant
visited the school for three clays ill F(l)ruarv 1972 to present the faculty
and administration \vitli valuable information gained from having dis-
cussed the ne\v1v revised evaluation 5\ stein with students, parents, ;mil
teachers. Feedback has been Loaf \vill continue to be an inipcirtant part
of the ongoing refinement of our eval.uation proeNhires.

The Ongoing Search

Since evaluation of student learning is only one small pari of the in-
structional system, it became neces.sary. in the fall of 1972, to qupplement
the progress made., in the evaluation workshop with still ;nore professional
input. Frances Link, inteniatimial implementer for Alan: A' Course of
Study, led the Glen .0ak faculty through a three-dav session, using the
content of Man, a model of curriculum design. to focus on teaching
strategies and learning styles. The impetus of the ession confirmed the
notion that repertoires of teaching behavior must be expanded in order
to iiccommodate and facilitate the many learning styles of students, and
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that Mich an expansion could be aided bv the use of many evaluation
strategies which lead us to learn much about student le;irning processes.
l'he idea of evaluation, then. becomes even more expanded \dim con-
sidered essentially as a means, not uu en& in the effort to achieve more
effective le;.rning.

The redefinition of evaluation has had great effect on the dav-to-dav
classroom situation. Inasunich as we learned the importance of analyzing
course objectives through the evaluation workshop, (nir entire approach
to course structurnig has nov been geared to fulfilling valid objectives.
We are forced. as a result of Frances Link's workshop, to reassess objec-
tives on specific levels, such as our daily, involveinent with students and
with course content. The faculty now perceives objectives as necessarily
fluid. coinciding with and fulfillingvet not stifled bvthe broader objec-
byes underlying the scope of course phinning. We are now aware that
we must ask of each dav and each student contact. -Why am I doing what
I am doing, when I am doing it? Only in this wav can a sound basis be
established on which evaluation can fulfill all its varied purposes.

1 0 i



Part IV

Changing the System

THOSE FAMILIAR WITH values clarificatiOn understand
that our beliefs and attitudes are not values unless we act upon or dowhat we say in a consistent manner. Many have affirmed support for
grading reform: few have instituted changes in grading,practice. This
section includes not only a practical guide for implementing grading
reform, but also actual accounts of how individuals have' struggled to
implement reforms, and suggestions of how certain pitfalls Can be
avoided. The results, as each reformer attests, come only with time, pain,
and sometimes laughter. The myths die slowly, but they do die.
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Dear Parents: What You Want To Kripw
Isn't Necessarily

What We Want To Tell You!

Lois Borland Hart

TH INK BACK TO the last time that you as an educator were
responsible for sending to a student's home any sort of evaluation or
report card. Picture one of 'our own students and reflect upon the
different sorts of information that you wanted to pass on to. the child's
parents.. What was the essence -of what you wished to convey? Perhaps
it was your joy ,upon seeing an improvement in mathematics skills,
perhaps it was a concern about the student's problems, with other.children
in the class.

What were the means that the evaluation form (be it report card or
progress report) allotted to you in your efforts to convey what you felt
was essential to those parents?

Did you ever wonder just what kinds of information the parents,
for their part, want to get from the form's that teachers write and schools
send out?

Try to think back to tlie last time that you ( if you are a parent)
received a report of some kind about one of your children. What did you
really want to find out about? Perhaps it was how your child's work
compared to that of other children similar in 4ge and intelligence. Maybe
you wanted to know whether there was any way you could help your
child to adjust to a recent geographical relocation. In what ways did the
report card or progress report sent to you from your child's sehool convey
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the critical information neeiled?' Or. did it fail to do so?
Throughout tin' history of schooling, innumerable varieties of re-

ports have been sent to p;lrents by .schools: letter grades, percentages,
pass/fail notations, checklists, rating scales. behavioral descriptions, and
narratives. 'As I reviewed the various reporting s\stems ;wadable to nie
as an educator, I began to ask invself, -Which system will provide mt .
wth the opportunity to record the kinds of information about inv students
that I Want to seid to their homes?-

I realized t.hat several of the options availahle to me were limited
in their ahilitv to say what I w.anted to parents. But then, I Aso realized
that we. as educators, had never takea the time to really find out what
parents want to know about their, children's progress. I asked myself.
-What do parents want to know and will it he the same kinds of informa-
tion that I as an edlicator have heen sending?-

It seemed to me. therefore, that heron. we educators make a fina:
decision as to which reporting method to use ill slichool, we first need to
fintl out the answers I() Ow following questi.ms:

What information do educators feel is the most and the least
important to give palents concerning their child's progress?

Iii what areas do parents most and least desire information front
their child's school?

III what ways are the kinds of information the parents th.sire to
receive similar or dissimilar to that which the educators desire to send?

Four assumptions miderhe this research. First. because reports front
the school to the home have been the prhnary means of commuMeation
in the past, use of a reporting svstcm of soffit' kind ihh continue. Second,
the dissatisfactton expressed by many educators and parents with cur-
rently used reporting systems \nay bi; partly caused by the fact that
present methods do not fully ite.t7the needs of educators wlio value
ime kind of information and the needs of parents -who prefer something
different. The third assumption that effective communication between
the school ainl the hoine must be two-way communication. Front w.hat
I have seen and read about the process of making a change in a reporting
system, rarely does the school try to determilfe %chat parents want to
know about their child's progress before a. decision concerning the
reporting method is:made. The fourth assumption is that improved
communication can benefit the .scllool, the parents, and the children.
The process suggested here can increase understanding behveen
tors charged .with a child's education and the parents of that child.

flow can we find out what the school wants io send and the parents
want to receive? Responses to the following questionnaire 1Kip to
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answer this question. Methods used to develop, utilize, and evaluate
this questimmaire ;ire discussed later in this chapter.)

PART I

Directions: Think about a Particular group of students or n particular child
as you complete this questionnaire. Rank the items in each category accord:
ing to how important it is for you to have information sent to the child's/
children's horne(s). Place a number 1 next to the item that is the most
important to send, a number 2 next to the second most important item, and
so forth.

information on the Academic Progress of the Child
What is the child*,s capacity for learning and how does his/her work
compare with his/her ability?
What specifically is the child learning in school?
In what ways has the child's work improved or slipped since the last
report?

How does the child's achievement' cgrnpare to that of the national
average for children of this age group'?
How does the child's work compare to the work of other children in
the class?

Information on How the Child Learns at SchOol

Does the child know how fe use wisely the tifne not preplanned by the
teacher?
.Does the ch'Id learn better in large groups, in small groups, or in
independent learnino situations?
Does the child apply what he/she has learned to situations beyond the
immediate lesson? .

What materials does the child use in his/her learning activities?

Information on How the Home Can Help the tudent
Do Better in School

.HoW can the parent help the child with the problems that result from
physigal and emotional growth?
.Are\fhere physical and/or emotional problems that are interfering with
the child's learning and resultina in his/her need for professional help?
.How can the. parent help the child establish better social relationships
with other children°

_Are there ways the parents can help their child do better in his./her.
schoolwork?

Information on How the Child Conforms to School Standards

Does the child pay attention in class and does he/she follow directions?
.Does the child begin his/her work promptly and comp'ete it on time?
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Is the child's appearance acceptable according to school standards'
Does the child keep his:her pers'onal materials and property in order?

Information on the Child's SOCiai Acl)tisfment
with Fits/ Her Classmates

Does the child ever offer to help others?
Does the child respect the rights and property of others"'
What is the attitude of the other children toward this child
Does the child work and play well with others in group situations?

Information on the School's Goals and Operat/on
What are the ong- and short-term goals of tir. school?
What is the school doing to accomplish these goals"'
How is the school's faculty si:;ected and organized?

.
In what ways is the child evaluated and 'r'low often does this happen?

PART 1 I

Directions: The following is a summary listing the six categories of informa-
tion Rank each category according to ho,.v important it is to you as an
educator in sending home information from the school. Place a number 1

next to the category that is most important; place a number 2 next to the
second most important category, and so forth,

Information on the academic progress of the child.

;information on how the child learns at school:

Information on how the home can help the student to do better in school.
Information on how the child conforms to school standards.
i.. 'information on the child's social adjustment with his/her classmat:es.
riformation on the school's goals and organization.

BY now you are familiar with six categ;ories of infonnatiim that
schools often send to parents and some velw specific 1:inds of information
within each category. In 1972, I administered this questionnaire to a
group of teachers and parents of eltInentary students in the NVesthill
School District, a sulmrhan school system near Syracuse. New 'fork.
The 511101)1 district rrved "PPr°ximatelv I50X) People \`'ll° "
prechmUnatelv white, middle and upper-middle socioeconomic group,

Sinne of these same teachers had been a part of a report card
study committee charged with the t,1.1. il :,viewing alternatives to the
traditional grading currently beinY .1 in district. The administra-
tiqu of the school district agreed fi have master's thesis research
project implemented in the di.triet wheri I was a t(acher at the time)
because the research was .0., providing helpful information to the
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diStriet as it moved toward a change in its method reporting' to parents.
The categories .of information seleuted for die questionnaire were

determined after careful 6tIld \ yurrent literature on the topic, actual
nport cards. and. parent-ulderence forms. The words were earefullv
iinalvzed to avoid itinbinitY. Eventually We list was narrowed down to
a more inanagcable olle (If six categories. 'Hie order of each uategory in
the questimmaire determined '14J\-ing a number. then
drawing lots.

The !;chooi distri,t illvoi\vd ill a one-year pilot project Oil report..
cards using a written narrative report combination with parent-teacher
ennturences. This new form was used with sample of 'students in
knolergarten. and in grades one. three. and five. The .20S sets of parents
whose children were in the pilot project made up the sample for this'
rsarh. All sixt\ elementary teachers were asked to participate.

An aim of the original research was to find out if the parents of
high-achieving children desire information different from that of the
pare,its o| lowei ichieying children. Furthermore. the questionmtire
requested information on the parents age. sex. education ) and inquired
as to the number of clilldren the family. Teachers provided information
on their iige. sex. education, amount. and kinds of teaching experience.
and their range of experience with various reporting methods. 'The
research 55,15 ai, attempt to see whether zinY of these variables, made a
difference in what parents desired to receive and teachers wanted to send.

Parents received the questionnaires by mail. while teachers obtained
them at their respectiv.e schoolt;. All responses were anonymous.

What kinds of information did parents desire most and desire least
to receive from the school about their ehild? \\ilia kinds of information
did teachers want to send to these parents? The' hillowing is a summary
of tilt-research findings.

Given six general categories of ififormation. parents ranked first
their desire for information about their child's academic progress which
the tem:hers ranked third. (See Table 1. 1 Parents ranked "How tho
child learns- second. While (Ilk category \vas ranked first bv. the teacheTs.
'Least important to the parent:.: was information On the "School's goals. end
orgnization.- an awa ranked fifth by the teachers. Teachers ranked "How
the child conforms to school standards- as katit important. \vhile parents
ranked 'this categorY fourth.

'What was most importing to teachers and parents witlnn each
category? Table 2. sliows this information.

It was found th.at factors such as the liarents' sex. level of .education,'
and the achievem elent h.v of their child did nig significantly affect the
parents' desire for a particular kind of information froin the school.
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Categories of Information

Academic progress

How the child learns

How the home can help

How the child conforms to sdhool standards

Child's social adjustment with classmates

School's goals and organization

DEAR PARENTS 101

All All
Parents Teachers

1 3

2 1

3 4

4 6
5 2

6 5

Table 1. Rankings of Categories of Information
by Pa'rents and Teachers

General Category

Specific Information
Most Desired
by Parents

Specific Information
Most Desired
by Teachers

Academic progress What is my child's
capacity and how
does his/her work
compare with his/
her ability? Same

How the child learns Does my child apply
what he/she has
learned to situations
beyond the immediate
lesson? Same.

How the home can help How can I help my child
with the problems
that result from physical
and emotional
growth? Same

How the child conforms Does my child pay
to school standards attention in class

and does he/the
follow directions? Same

Schoorz goals and In what way is my child
organization evaluated and how What are the long- and

often does this short-term goals of
happen? the school?

Table 2. Rankings of Specific Information
Within Six Categories
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Factors such aS the teacher's age. education, and tem..Iling experience
did not significantly affet the kinds of information that teachers desireql
to convey to parents.

'Although the filulings of this research miry be interesting, their
value 55a5 primarily to the school district ill \vhich the r. .k..treli was
done. It 550u1d be dangerous to generalize beyond this 5,1(7 )1,.

the information priorities of all parents and the. reporting 1)0.1.0
all teacheis.

The realistic application of this research to other school,. ,yould
involve, not generalization. but an 'adaptation of the. process Used. Indi-
vidual schools and/or school districts.ean replicate the process outlined
here ill order to find (nit for themselves exactly svhat they svant to tell
parents. and limy that relates to the information that 1)arent5 desire.. In
this way, educators can make their final decision an inforincol .)Ioe based
on essential information.

Further information can be obtained bv extending the groups
sanpled to include administrators :Hid schoml board members and then
comparing the results of all of the oftlestionnaires.

Another method I have us, ..ilecessfidly researches .the problem
more informally. It be.gins with a cross section of parents and vollie.ators
gathered together, perhaps at a Parent-Teacher Association meeting.
Since some of the vollicat.)rs \\ill also be parents of school-age children,
they may svant to -think as a parent- rather than as zin educator \ylien
responding to) questions.

First parents are asked to think about a particular child and his or
her nniquit, needs. Then the educators are asked to think about a Par-
ticular group of children or even one child. \Vith particular individuals
ill inind, everyone is asked to) privately fill out 011V of the

the group does this, six large signs, each indicating one of the
categories of information used iii illy formal survey. are taped to different
places in the room.

\\lien everyone is finished, each parent is asked to-) stand by the
sign listing the information that in. or she feel., is most important. After
the parents have gathered helicath the signs, they are asked to explain
briefly their reasons for solo eting .1 particular category.

All extremely inportant ground rule is that each speaker has the
right to be heard \vithout being challenged by others. The purpose of
this ae.tivity is to'share viewpoints and not to argue the merits of one's
viewpoint. If participants do argue with one :mother others mIl x. be
reticent to give their vie\vs. To encourage the expression of all Vie'\V-
pOillts iS one purpose of the experiment.

:1Itcr IL simple from each groly of parents has been heard, the
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parents are asked to sit down. Now each educator is asked to stand by
the categon which he or she fuels reflects the most valuable information.
AgAill. verbal explanaiions arc encouraged. The floor mav then be
opened to questions that clarik a point, but do not challenge What was
said earlier.

The entire process inav then be repeated to itseertain those cate-
gories which are of secontlan importance to parents and educators.
I have found that the parents' group and the educators' grtmp usually
tend to select the same two categories within their top three rankings.
Thus, it is helpful to have the two groups realize, thffingli such a visible
demonstration of their choices, how close their values really are.

Participants are usuallv very much interested iii how each group
ranks the specific items a major category. A vote of hands will
give a quick reading of where sentiment on these values hes.

INpending on the energy level and the interest of the gnmp, all six
rankings can be explored in detail. but it is more likely that the partici-
pank will tire after about three categories are expinred fullv. I would
therefore suggest that the top two and the last rankings be the three to be
explored. This process will stimulate a good deal of thought and small
groups made up of parents atnl ethic:dors mav have follow-up discussions
as it clinelnsion tit tht evening.

Adapting the Process

II %Ulu are thinking of using the general process described here,
Nvollid.likt. u Make IWO more suggestions: First, consider changing (he
ittegories t the major or specific items) to fit the community and educa-

tional setting 111 vliicli Nmhl work. Fur instance, educators Who have used
this questionnaire have been trying to modify the category, "Ilow the
child conforms to school standards." because of tlw connotatioqz.of the
Yyort1 -conform." Others have noted that there are no items that deal with
information about a child's self-knowledge. You may also decide that a
certain phrase needs rewording to clarify the meaning for your community.

Second. use tItis process as the first step in your attempt to make a
change in reporting procedures. Leave enough time for participants to
think through all of the issues raised. Follow up with a review of alter-
natives available, along with a list of pros and emu; for each alternative.
At this point, the question that should IR' continually asked is, "How
would these alternatives provide us, as educators, with the opportunity
to send parents the kinds of information that wc want to send?" Also ask
Vohrsv11, "flow would this alternative provide us, as parents. with tlw
Idnds of information that wc want about our child?"

i
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The pnicess described here, which was based ou a formal research
techniiple and later adapted to a niore inforinal means of gathering data,
should provide educators with the answers to key questions in their quest
to modify reporting procedures. The answers to these questions, by
leading to the selectkni of appropriate progress reports or report cards,
should increase the satisfaction of both educators and parents with the
new systm.



The MAP Cycle:
A Change Process for Grading Reform

James A. Be &Inca

WI CEN A FAMIIN plans its summer vacation, a salesman
anticipates a trip, or a truck driver receives a cross-state assignment, a
highway map is pulled from the glove comprtment and spread out on
a table. The map indicates alterimte routo.. ncnic vistas, ongoing road
repair. and distances between towns. It i«.orCis historic sites, poplation
density. and rest stops; it distinguishes major anl 11:;:ior roads, big cities,
and Small towns; it suggests direction. distance. and location.

As Years pass, a map changes character,. At one Cine in long past
Years, uncharted territory waited for the first pioneer to step int . tlw
virgin fofest. The first pioneers', guided by instinct and nature's trails,
hacked paths through unmapped regions. \lap makers, following rough
charts and slim trails. recorded the peculiarities of terrain: 'As new fami-
lies followed, towns grew, farms were plotted, and details were entered
im the surveyor's map. The modern map. intricate in its almndance of
detail, is collected, studied. marked, and remarked as it guide the traY0er.

Tht. creation, Iltie, and evaluation of a map simulates the process of
change in a variety of ways:

The change process is dynamic. A perfect map .does not exist. On
the day a map rolls from the printer's press, it is outdated. The map maker
must restudy the terrain and refine his product. The process of creating
a map never ceases.
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The change process indiriduates according to need. Map maker
designs each map for different piulpose: travel, engineering, demog-
rapliv, geography. Ife creates (i ,product which each .user may adapt:
the family camping, the s(desman traveling, the tourist sightseeing.

The change process distinguishes creaticity, use, and cualuation as
growth components. It recognizes that individuals dtaye varying compe-
tence to utilize each component ;111(1 CIIC011t1(4CS each individual to give
priority to competency development through self-direction. The map
maker. the bridge builder, the geologist. and the gas station attendant
way use the same map with different deir..'cs of social value (ir personal
satisfaction.. The '40)1 ogis t h WateS Ian( be.d., the bridge builder
oses th, discovery to plait a iu. V lova\ lic map maker records the
new bridge: the gas station Ltt oi t ;whits f.at the distance saved bv
the new construction. The traveli !r, tc.cfiSt ii, lot judge thc contribu-
tion of the previous mappers: thankful for the time saved
bv ihe map.

changc process (-Ours ginds not as final oNectices which termi-
nate a process, but us tlarifninu elements in a self-regenerating cycle.
A road map shows few Comls with a definite start and end. Side roads
flow int() secondarv highwins vhich feed into major expressways., express-
was dissolve into turnpikes which feed bacl I, to the secondary routes.
.A father who plans to travel to Ann Arbor, N1,).'(;)..)11. inav trace his path
visually from his home on Chicago's 11evon AvI7(.,(e ont to Edens express-
way, south to the ::alumet extension which blends into the cast-bound
Indiana Tninpike. At Cary \Vest. the interchange cloverleaf's into 1-94'
whicli travels ninth and east to .Ann .Arbor exits and beVO11(1. C1OSC

the cycle. he.reverses Jas directitai and his eves carry him over the sann
route or a variety of alternates back to his home.

Using Educational Maps

The NIAP cycle pnicesses development through these stages: mea-
suring, actualizing. .,ind performing:

.11: In Hue nwasurinL; tage, the change agent identifies: ( a ) purpose of
change, ( 1)) available res011ICCS. ObSLIC1CS to change, and (il) alter-
native patk to cyclical completion.

A: Ili the actualizing stage, the chang(' agent selects: (' a ) goals, ( b) strate-
gies, and ( c evaluation nu.thod,

P: lii the performing stage, the change agent: ( a I guides implementation
(ind ( 1)) evaluates the process and products of MAP.
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I. Measuring

A. Identifying purpose of change

1. Why do we want this change?
a. What weaknesses do we hope to t4iminate from the present system?
b. What innoVations do we want? What responses do we want from

teachers, from stiulents, from others, as a result of the changes? To
what extent do ,ye w'sh attitudinal and/or bdiavioral changes?

e. What negative side-ef:ects do we want to avoid for the system,
for teachers, for ;Indents, for others? To what extent do we wish
to avoid negative chan,:eS in attitude and/or in behavior?.

What are (Jur priorities for change?
a. What positive and: negative consequences are likely to result from

these changes?
b. What are our priorities after we have considered consequences?

B. Identifying suitable resources

1, Ci yen tl_ pr_oriti _es, wla_ t resources are aceded?
a. Which faculty, adnanistrators, students, parents, community rep-

resentatives ( identify boundaries from which community resources
can reasonably be tirawn ) can contribute expertise?

b. What media resources (TV, school library, public libraries, personal
libraries, film, .videotapes,, cassette recordings, shmdation games,
workshops, seminars, university classes, night school courses ) can
provide the information?

2. What funds are avadaNc to finance CNpertise in and an information
search for areas in which voluntary expertise or information access
is not possible locally?
a. Travel expense funds for consultant time?
b. Travel expense and stipend payment funds for consultant time?
c. Media purchase ( books, videotapes, film rental ) ?
d. Travel expense funds for staff visits to consultants or staff participa-

tion in yvorkshops, in .titutes, conferences?

:3. How can the available local expertise, information, or available funds
best serve our purposes? ( Rank order.)

4. How can we best organize our resources to accomplish our priorities?
5. Who will assume which responsibilities?

a. Who will seek and organize expertise?
b. Who will seek and organize information?
c. Who will research media possibilities?
d. Who will determine availability and use of funds?

6. flow will the committee process this information?

C. Identifying Obstacles

1. Which persons ( students, parents, teachers, administrators?) will oppose
the change priorities?
a, What form will the opposition take?
b. To what extent will they oppose the change?

1 1 ft
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2. What reasoning will substantiate these oppositional responses?
:3. How can we deal with this opposition in a fair mann('r?

1). Identifying Alternate Paths

1. Which paths appear inost likely to accomphsh our intent?
a. To what extent will cacti help t ir hinder?
h. What are the consequenues attendant On each route?

2. What idelitifying obstacle is the top, priority.aniong the alternates?
11. Actualizing

A. Detailing tile NtAp

1. Considering the priority path selected, how can we clearly state the goals
we wislt to accomplish?
a. What changes in behavior and attitude do we wish to have occur?
h. What modifications of structure, cinitent, or process are reiptired?

2. Which strategies will we employ to accomplish our goals?
a. What :ilternatives are a6ilable?
b. Winn are the consequences of each alternative?
e. What are inn priorities based on our value system?

. d. W'ho has what responsibilities for implementing strategies?
v. What are the parameters coot roil ii ig implementation?

3. By what means will e'aluate the extent to which we accinnplish ourgoals?
ii. Vhat anticipated ur unanticipated changes will we value highly?
b. What are the criteria fin success?

B. Evaluating the MAP

1. Considering desired change ott1 possible change, does \ LAP indicate aprobable degree of sm:cess?

2. To what extent are the goals and strategics consistent with.ollr values?
3. To what extent are the goals and strategies consistent with each Other?
4, 'Co what extent are modifications needed for MAP integrity?
5. To what extent are other possibk changes needed in MAP?
(i. To what extent are n.sponsibilities eilually and fairly distributed accord-ing to ability, interest, and concern?

7. To what extent have sve considered the full consequences of this changefor each constituent?

111. Performing

A. Implementing Strategies

1. To \dint extent are we reimiiiiing flexible by adapting strategies to meetunexpected contingencies?
a. How responsive are we to individual need?
b. How sensitive are we to feelings uncovi.red by stress associated with
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loW illiaginatkv are wo iii cOping %%job unexpected problems?

2. To what extent arc tie rerial11111,4 cmisistent with Otir vahleS?
at To What I.Atclit art WO justifying strategy on the basis of objectives?
h. To what extent :ire Wo rationalliing orrotwou: assumptions?

3. To What extent k k.ich individual maintaining hiS or her responsibility?

B. Evaluating mAp

I. What positive changes, planned through MAP, resulted from this process?
a. What new understandings, ;ittitutles values, behaviors, skills, pro-

1.1,;Nem, pnulnuts. perfornialle t.r competencies we're devehipell con-
sistent with MAP ohjectixes?

h. What positive changes. lint planned through MAP, resulted?

2. What negati% e changes occurred?

Whm ire thvso duangrs nivwrd nrgativel?
1). What was cause of each?
c. How can se recta% each?

3. What changps, planned through MAP, did not occur?
. Whv didn't (hese changes occur?
1). 1)ous.:1 need exist now. for these changes?
e. If so, how can we facilitate these changes?

x cut Ow results of NIAP, which changes, wit proylin isly planned
through M.M', should receive prioritv attention in a new MAP?
a. Whm are these changes needed?
h. who will assume respoosibilitv to redirect MAP to process the newly

identified needs?

1 1 7



The Change Agent in Grading Reform

Howard Kirschenbaum

Changing a school's grading lind cvalnation system is one of the
most diffictilt'innoyations to introduce in public or private edncatimi. New
approaches in one's own classroom uswally can be effected much mo11 .
simply, but try to get one's colleagues to change and see the resistance
emerge. Few issues are hahle to stir stronger etwitions or generate greater
cOntroversv.

The reason is simple. Grading and evaluation practices are in-
..tegrally related to almost every other aspect of a school's functioning
how power is distriblited and used, facultv-student relatims, educational
priorities. instructional procedures. administrative politics. pamital as-
pirations, the job market, and the like. One does not simply describe
three startling research studies and give several arguments supporting
new grading alternatives to a school faculty and expect cvermile to join
the reform bandwagon. It is a nnich more profound reform that:the
grading/evaluation innovator is suggesting, whether he or she realizes
it or not.

To lw a change agent in grading reform requires the perspective of
an organizatimial development specialist. A car'eful strategy-is needed.
Such a strategy imist be created anew in each school and system, ckpend-
ing on the realities of that organization. Some issues, hciwever, ate
common to all educational systems. Follmving arc 12 questions which
must be faced t sonic point by the change agent in grading reform.

1. What are Our long-range educational goals? Most educators are
more interested in the learning process than the grading-evaluation
process. But they have learned that evaluation can be an integral part of
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the learnieg process and that a sclniors evaluation system often infhunces
the type of learning that takes place. Grading reform, then. is usually a
means to au strateg designed to make a certaii . type of. karning
possible. In this comtext the most basic question the-reformers must
answer is: What tvpe of co.hication do I value? What kind of karnhig
process do I want to see in our school or system?

2. 1Vhat kiwi of evaluation-reporrMg system is. most consistent with
tlw kiml of teaming I mast value? (:hirity On tlw previous question makes

to) the second question possible. It ;dm) raises other questions.
Are there several evaluation systems that are consistent with Inv view of
('(!tlt'' II Are there other legitimate views of thwation and. therefore,
odic? Alitation systonis which should be leoit;rnized? Is flV ideal a
schoc ith one learning-evaluation system for evo.Tvone, or shmild there
be two or more options? Finahl hat kind of evaluation system (and
simultaneously. what kind of teacher-leaniing syst(m ) shall we work
toward?

3. What are our alternatives for planning and implementing the'
change? Pmple have tOyd myriad inethodscommittees, petitions, going
through channels. going outside of channels. position papers. rekrenda,
articles in the school newsjiaper, a copy of \Vail-hi-Get? ' in each teacher's
box. arid so om. For e% en. expert who tells us to) start at the top and get
the kev administa..tors on our side, there iire just as many who say start
at the bottonn so the facultv and students do not feel something is being
imposed upon them. What otlwr alternatives ilre tlwre? What is a wise
strateg? The imswers ill vary in diffe)ent situations. Bv selecting a
strategy from alternatives. however. with full consideration -given to the
probable consequences of the different ilternatives, tlw elhulge agent's
choices are more likelv to be effective. The next several issues are more
specific subheadings of this question.

4. What resources do we have available, within the system and
u-ithout. to facilitate the change prpcess? Who will support the changt;?
Who will provide expertise in tlw various areas of need? What informa-
tion will provide the needed irisight and direction? What funds are avail-
able? With all the resources carefully identified and each applied to) tlw
situation at liand, the possibility of success increases.

5. What obstacles are we likely to face? flow might we deal with
these? Bather thim being tlefeated lw unexpected resistance and compli-

Howard Kirschenhauni. Sidney 13. Simon. and Rodney W. Napier. Wwl-Ja-Get?
The Grmiing Gamy in Anwriran Ednegtion. New York: Hart Publkhing Company,
the., 1971.
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cations. it makes more sen..a tii itlentik the obstacles ahead of time. Iiithat wav.StCps Can he takcn to eliminate. minimize. Or deal, with an
patcd obstacle when it occurs. To pretend that everything unfoldsmoothly is mireali.stic and self-defeating.

(). How can u e build a supportire climate? It is in an atmosphereot trust and openness that people are most w to change, \\lien dit
feel attacked or threatencd. thev cling most firmly to the Old. secure ways.
So the change .ageut asks: flow can \,,c eliminate or minimize student-facility discord now can we keep ltiu

1 ,,eimunication open? floweau we prevent polarization--us 1--'n0 , .11cm How can we counter
student terxu.ssttrdent competition L.71111Afilital .aorrv over c:ollege admis-sions? 1ven, as a last resort. if .sinne conliontation is built into the change
strategy. the climige agent knows that after the confrontation, people willhave to begin communicating \vith each other again. UltintatelY. the planneeds almost even one's support tu soccecd. aml that eau only count. ;almain a supportive climate.

7. Ilan' inrolued all interested ,roups in the planning and
implementation process? 'Sooner or later. a group that is left, out of thechange process subtly or dramaticall, Cail begin to undermine the new,s\ stem. Students . t.oiuuit. administrators, parents, connnunitv members.
schuol board. ;ill have SIMI( siakr ill the' issuec,spccially an issue as con-troversial as grading. Not everyone amst he involved from the very
heginning. Althoult that is one alternative; and then is no One rightwav tu i involve Unlit for c\ample.. commimik control, parent advisory
board.-student control). But unless id) those :ducted feel included unlessthev feel stipportive of the change. innovation will have that much lessof a chance for success. Nliniv a grading, reform has died because of thebacklash generated an excluded segment of the school community.

S. Hare we Ulentilied the kadership in du. carious subgroups aml
made plans for enlisting their support? It is often more economical to put
One's efforts into winning over a key figure in the faculty or student bodv,
for I. \ample. than to spend an equal amount of time and energy trying torelate to ercry teacher or student. It is key administrators. department
chairpersons, student representativC.s, spork or cVen gang leaders, teacher
iissociation representatives. PTA officers-and the like. who can reach moreof their constituents than the change agent could ever hope to influenc:cdirectly.

9. What nicaps otlwr than lecturing 10)1 ice use to let people know
;Hint we are doing and to ineolue them in our efforts? Bv talking at
SO11'110110, you reinforce the idea that it is vour plan which von want to see
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implemented. liv talking with them. thev can feel that it is also their
plan. 1 air* group presentations arc often neces'sar\ . lint only ill snuffler
groups. \\ here people can talk through their Own concerns and have their
questions answered. will they come to. feel a commitment to the change.
\\lien shall these gyoups meet? \\'ho shall lead them? \Vhat shall th,
format and the expected Outcomes be? \Vhat will follow these meetings'?
There are many possibilities. It is at: this vass roots level. t1iow..2.11 Ciat
the fate of an innovation is often decided.

10. What other cliangcs will a change in our grading-evaluation
lead to? How can we hest prepare ourwlres for these .wcondary changes?
Grading reform is not a panacea. A new evaluation approach makes
possible new ways of learning and new wavs of relating: it does not auto-
matically bring about flu . joyful utopia that the romantic reformers .

promise. Therefore. how can we develop new curricula, new resources,
and !few school structures appropriate to our new evaluation system?

Better vet, vice versa: \Vhat kind of learning. do we value? Then, how
can we evaluate it?) \Vho will take MI what responsibihties to See that
our r4orms go deeper than the superficial rt'portillg \auk& (111
transcipt?

1 1. Itri, shall we evaluate du' new system? .Ns with anv 11(\\* pro-
g.rani that kis existed fOr a tiffit'. SMIle pt'Oplt \yin Want to maintain it
and some wII want to return fo the previous system. Innovators who
believe their appnfach has merit, wifuld probably 'do well to muster
Objective evidence that their plan is working. Otherwise. smile negative'
incident. some change ill fullumistration, or some random event might
be enough to start the xdiole debate over figain. with the tide turned ni
the opposite direction. Sobd evidence of success Can 1ttlT1 the tide of
temporarv reaction and allow the innovation the UM( it deserves to pmve
itself.

After inipleffieldation. t/wn .u.hat? !laving a new system
accepted fuul implemented is only part of the change agent's job. Like
a newly planted tree. reform needs to be properly nurtured and prateeted.
1 Iow can we help all the parties learn to use the new system dfeetiyelv
find to keep improving. it? \\ho will have what responsibilities once the
system is adopted? How call we evaluate our efforts'? \Vhat further
changes will be liCeded? \\lien questions like these fire not faced early,
a change that 1.4ot (dr to) a good start can soon begin to falter and eventually
fail.

To summarize, it is a vt,r, dith.n.nt tl1Iti to try to, bring grading
reform to an &lain. school or s\ stem than it is to change evaluation prac-
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tices in Onc.ti ()WTI ClitsSroi)III. III \ cimiplc\ organization. there are
numerous varinbles aml pitfalls that must be planned for if the change
is to be effected successfull. I have attempted to raise some or the
major questions I think proNtients of evaluation reform lived to deal
\vith seriously. I IlaVt` nol tried to :ins\ver these questions, because I
have neither the time ii(u. isdoni to formulate a plan ol chaluze for the
hundreds of different as in \'Ilich grading ;ilternatives ;ire being

"considered. llopettill\ these iinestions \vill spur the individuals ill each
sibtation to think more caret ;ibout the issues irivolvcd iii chain,40 ;ind,
therefore. to make decisions which ;lre, in the final ;ilialvsi s. more
revar(ling.
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The Day the Consultant
Looked at Our Grading System*

Sidney B. Simon, Howard Kirschenbaum,
and Rodney W. Napier

A CONTROVERSY OVER the grading system has been
raging among students and faculty at West High, a large suburban high
school outside of one of Anwrica's largest cities.

It all began with an argument in one English class on the question,
"Can you 'grade' poetry?" The argument spread and drew more and
more teachers and students illto rapidly polarizing camps.

Some of the students put out a position paper on the grading prob-
lem. It was circulated throughout the school. One clasS made a commit-
ment to change the school's grading system, come hell, or .Ligh water.
A very sucmssful alumnus came back to West High to addrss an assem-

>lv. He bad ..won every academic honor in the book, 1-ut he caught
everyone off guard with a speech consisting of reasons why he now felt
that his formal education was a pointless charade because he had suc-
cumbed to the pressure to get grades.

He stirred up a lot of discussion. Students became enthusiastic and
concerned. The faculty grew nervOus, and the administration knew it was
sitting on a powder keg. Rumors ilew. Anxious parents called the school

° The above article is reprinted with permission from: Phi Delta Kappan 51:
476-79; May 1970. It also appears in: Howard Kirsehenbaum, Sidney B. Simon, and
Rodney W. Napier. Wad-fa-Get? The Grading Game in American Education. New
York: Hart Publishing Company, Inc., 1971. Copyright 1971 by Hart Publishing
Company, I nc.
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to warn Mr. Fusari, the principal, not to do ;MN thing to jeopardize their
sons and daughters' chalices of getting int,) goo(l colleges. Some faculty
members quietly encouraged students to brim2; about the revolution in
marks.

Just before the action reported a group of !moderate iutd con-
cerned teachers approached Mr. Fusari, telling him that he ino, tke
action. They argued that grading practice was already a illajor
the students and that the faculty had better :-oine to terms with the move-
ment pretty quickly. They asked for a special faculty meeting to discuss
the grading problem.

Mr. Fusari agreed to call such a meeting. Ills sh le was to bring ill
an old and trnsted friend. Mr. Blanc, from the local state teachers college,
who would give a solid, unexceptional talk to the faculty on what the
research says, etc.nothing controversial, fair to all sides. In his cliche-
driven career, ..Mr. Fu.sari is firmly committed to the notion that "more
light and less heat- is needed these days. But the special faculty meeting
must be held this coining Friday if it's to be held at all.

As fate would have it. Mr. Fusari's education prof can't make it,
but lie finds a substitute, a Younger member of the department. Mr. Blanc
dOesn't know much about the new rellow'S views on grades, but he does
know that the neophyte has a solid research backgrmind and "should do
a very competent and professional job for yon, Mr. Fusari.

The substitute is invited and he accepts. The meeting is announced
the next day to the faculty. What follows is .an account of the meeting.

---
The sun splaslied through big windows and painted the library with

pale Yellow streaks. It was Friday, and Mr. Ingles looked down at the
students fillintr the wait. itys and the arounds below.

"Lucky stiffs,- Mr. Ingles !watered to no One in particular, as he
turned from the \vindow and headed for the tarnished metal coffee urn
on the long center table.

"What's the Matter, Mr. Ingles?" Miss Doyle said, -I)on't you like
donuts?"

"Not at :3:15 on a Friday afternoon,- he told her, filling his clinical-
white stvrofoam cup with black coffee, "but since volt insist." Ile fingered
what he thought was a jellv-fillea domit and bit into it.

,Ion't insist,- the lady answered, "but they were made by mv
fourth-period class especially for the faculty, and so ill insist for them."

jelly spurted from the opposite end of the dontit and dripped onto
Mr. Ingl'es' hand. "Well, give them my compliments," he said, as he
walked to,a seat, licking the jelly from his. fingers, "and an 'A' for effort."
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"Thanks," she smiled back at Inn), and then turned to %vatch a
stranger come into the room. flanked On both si(les 1) Ir. Fusari

Ir. Crewson.
Ir. Ingles sat down. away Iron) the other teachers.,and sipped on

his Coffee, waiting for the meeting to) get under way. Ile didn't like these
faculty meetings. especially the ones that were called without notice, ahl
even more especially when it was Friday. Ile had far !Imre impoi tart
things to do than listen to some colleg( professor talk about grades.

"This is 1)r. Richard Miller from Central State. He's in the Psy-
chology Department there," Mr. Crewson was saving to Miss Doyle.
"Ile's going to be talking to us this afternoon."

"Ili," Miss Doyle greeted the young-looking, slightly built man.
"We have coffee and donuts. \Vhat can I get You?"

"I'd really like something.T.Dr. Miller said politely.. "but I think rd
better go) .to work." Ile pointed to) some equipment being wheeled in by
two boys from the A-V I)epartment. "So we can all get ont of here at a
reasonable hour." I Ic ti wiled imd nodded and then walked toward the
boys. Oti tlw cart was an overhead projector. He directed the boys to
set it up. theIi turned his attention to a small. strange-looking gadget
that resembled a miniature version of a comppter. somewhat siMilar to
those one might see on television during election-night coverage. ,

Though a substitute for another speaker Mr. Fusari had originally
invited. Dr. Miller felt assured.. He was excited and as he worked he went
over what he was planning to sav to the \Vest High facultyor to anv
faculty he would ever get the chance to'talk to o11 the subject of-grades.
Ile watched the teaclwrs filing in. Ile hrard one or two 'of them com-
plaining about how late it was, a few outbursts of not too enthusiastic
hunditer. Then Ir. Fusari was introducinor him. It was tfine. Ile turned
and walked quickly up to the speaker's table. shook hands once more
with. Mr. Fusari and then looked out at the teachers waiting for bin)
to begin.

"I hope You are feeling experimental today." he said, "and I hope
von don't mind being guinea pigs for the iwxt half hour or so. Now
I understand that N'oll.ve be(n looking at the issue Of grading here at
\Vest I ligh during the past few days. and I'd like to put you and this
computer ( he patted the strange-looking machine beside him) to work on
that subject hir a. few calculated experiments. Okay?"

. A few groans came from the audience, and one or two of the teachers
starte(1 to whisper .to each other. 1)r. Miller turned his eyes to the ply-
wood lectern and studied the rather lively four-letter words carved into
the surface. Ile smiled at the idea of reading out a few of them to the
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teachers to grab their ...attention. Instead. he waited a few seconds more.
marveling at how some teachers could. without.embarrassment. act just as
they told their Own students not to act.

"I'm going to give each of von one of these cards," he continued,
holding up a handful of computer cards, "and then I'm going to ask sonic
questions concerning your attitudes tOward grading. We'll find out pretty
quickly where You stan(l on the issue."

The A-V crew, finished with the overhead projector. had already
started passing out the cards and special pencils. \Vhen the job was

'finished. they left the rmini.
1)r. Miller flashed on a transparency of the IBM card. -You'll

notice," he said, "that there is no place for your name. This is so you'll be
as honest as possible without intimidating yourself or airs one else. There's
room for 20 answers on the card. as You can see. but Fiii only going to ask
10 questions now. When we're done I'll run the cards through the com-
puter. While they're being tabulated, I have another experiment which
I think You'll find just as interesting. For that One I'll need all of you to
sit with \.our own departments. And so after everyone is finished. please
shift accordingly."

Dr. NIiller turned back to the screen and explahied that each of the
questions required the teachers to consider a factor which they believed
should or should not influence grading. "For example." he said. replacing
the first transparency with the second one, "I might ask whether You
think a student's race slonild affect his grade. You answer by coloring in
one of the five possible replies printed on the card." Ilis finger projected
large and black on the screen and touched the scale to which he was
referring:

Tramparency No. 2Scale To Be Used

A. It would be verv important to consider tins item when grading.
B. Somewhat important.
C. I have no strong feelings either way.
D. Should no_ t _Xs considered very heavily when grading.
E. Definitely should not be considered at all when grading.

"Should we answer that last question?" someone asked.
-No," said Dr. Miller quickly. And .then, by shaking his head and

crossing his forefinger against Ins lips, he indicated that the time for
talking was over.

"Number one," he said, in a much louder and more impersonal
manner, "Do You think a student's 1.9. should be taken into consideration
in his grade?" He had written each question (-Mt on 'eparate transparen-
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cies and he placed each 'of them On the projector in the order in which
he asked them.

"Nomber two." he continued. "Slum id final exams be taken into
consideration when grading at the end of the semester?"

"Number three: Do you think weekly quizzes should be used? By
that," he clarified. "I mean 01Ie quiz a week, whether it is surprise or
scheduled, but with perfect regularity,"

"Four: Where do you stand on a montlik testor at lea.,t one large
test for each marking period?"

..Five: Should a student's popularity with other students enter into
the grade?"

The Young professor paused titer] and waited for the slower teachers
( or perhaps the more contemplative ones) to catch up: Periodically, one
or two of them glanced up at the screen or chewed nervously at the

ads of pencils before !narking the cards in front of tbeni.
"Number six: Should class participation be considered in the grade?"

And then quickly . "Seven: Is the student's social class a factor? Eight:
Should the student's ability to give vou back exactly the same answers
von want be considered? ( A few ironic giggles rippled across the room,
but Dr. Miller kept going.) Nine: Should the student's ability to take
issue with what you say, to argue and solhetimes to prove you wrong, be
considered? ( More giggleS. A sigh, A gr(an.) And the last one: Where'
do von stand on the idea of a carve? I mean on the premise that there
should be an equal umber of people receiving low and high glades?"

The screen contained all 10 questions now, in addition to the rating
scale. and Dr. Miller gave the teachers a few more seconds to cheek their
answers before he called for the cards. ,

Mr. logics _scraped his chair against the hardwood floor and joined
the other teachers moving around the room to gather with the people from
their own departments. lIc glanced at his watch. shook his head, and
thought about the lawn he would not be-mowing that after000n. At least
if was not a xtraight lectureat least there was something to do, he mused
fo hims,lf as In jOined his fellow science instructors. They wcre all sitting
and discussing their answers. hut Mr. Ingles remained silent.

"Through the light-fingered efforts of some of my students." I3r.
Miller was saving. "I have obtained siinte actual test papers written bY
students from other high schools in the citv. Now these have been dupli-
cated, and I in going to give all members of each department a copy of
the same paper. You grade the paper as if it had been written especially
for you. The idea, of course, is to see just bow close %.our marks ,will be
to those of your colleagues."
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Mr. Grewson and N1r. Fusari were already passing out the papersand red pencils. -.Any pretlietion- Dr. Miller queried softly.
N1r. lug les seemed to come to life for the first time that afternoon.

this hand shot up. "Ell bet that the English teachers have a spread of30 or more points:lint those of n iii math wad .sciences will be as close
as fiye points straight down the line.- Mr. logics was grinning and hisassociates around him were nodding their heads. Not a word came fromthe English Department. Mr. Ingles grinned even more.

Smiling, Dr. Nliller said: "Are You ready? Remember. .Olisider thistest paper a real one and grade it as %int would if it belonged to am. Oneof Your students.- Ile paused for a second. smiled Once more. and col-tinned with his instructions: -Et es on your own paper. 1)0 your ownwork."
The large.room grew silent: only the sounds of turning pages and

the efficient clicking of the little computer could be heard. Outside a truckpassed. A. car horn blared.

"Finish up now.- Dr. Nliller's sharp voice sliced through the silence.-Actually, Eve given v011 abota twice the time von would take if you had
a whole stack ot papers in front of you.-

There %Yew a few sotto yore remarks as the teachers placed pencilson the table and sat upright once more.
-Put a grade on the paper." Dr.. Nliller told them. "but not Your

name, and hand them in face ihmvn. One person from each table pleasecollect them and trade them for a batch from a table not in Your subject
matter."

Mr. Ingles' table had traded with the English 1)epartment. "Hey,-he said lomlly, looking over the paper he hail been handed. "SoniebotlYin English misspelled commitment in his marginal notes."
Dr, Miller interrupted the laughter almost befort. it started. It was

getting late and he still had quite a lot to do. -Okay. Since English seemsto be considered so vulnelable. let's hear the spreatl of grades you gavethat essay question paper on Macbeth.-
Ile asked for the hands of those people holding English papers. lie

nodded. Then he asked for hands of people with English papers gradedbelow 70 or C. Two went up. -What were the actual grades?-
"I have 6S," one teacher said from the back of the room.
"Tlns one luis a large with 'a small minus circled in blue ink."It was Miss Doyle. "Maybe it means one is for content and one is forgrammar.-
"You get an 'A.,- someone from the English table quipped.
"Okay, hold on,- Dr. Miller called for quiet. Then he asked for
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people with an English paper with an "A" or with 90 ormore. Three more
hands went up.

"Aha! What did I tell NIr. high's said triumphantly, now very
much interested in what Was going on.

"What are the actual grades and comments?" 1)r. \liner asked.
"'AVery thought-proyoking.'"

'(:ouhln't agree with 'you less, came the second answer, "'but I
zalmire the way von put it.

"I've got an even better One than.that," :iid a third teaeluT, 'A--
and li-- equal 13

-That's separat(' grading for grammar and content, thee, figured
together," someone said stOnily from the. English 1)epartment. No one
hmked .too happy there.

"Well now," said Dr. \Idler slowly, pacing back and forth in .front
of the lectern, "who is right and who is wrong? Is it an 'A' paper or a `Cr
'paper? Or is it somewhere in between? And for that matter," he con-
tinued, "what would have happened if von had known the student? And, .

what if this were the :35th paper you read at one sitting instead of the
first? And perhaps even more relevant, would the grade have been the
same, sav, if this were a \londay instead of a Friday? I wonder . . ."

-Look, Dr. Millcr," \Ir. high's stood up quickly, lie was no longer
smiling. "Yon may be making some points where it cOncerns the English
Department, but- I'd like to see the spread among the seience papers if
you don't mind."

The prolessia' laalded. -Okay. I suppose that's a 1.:.ir request. Let's
do it with a show of hands. flow many science papers were marked lower
than 'C,' 69 or under?" he asked. Two hands went up. ':13etween 70 and
79?" Two nmre hands. "Oyer 90?" One hand.

-Why, this is ridiculous," \Ir. Ingles .shot up again. "I don't believe
it. There are only seven of us in the department and that pa0er de!!erved
a solid 'B.'

"You're crazy," Cliff I larper stood up and faced him. "Just because
the kid lue. die right answers doesn't mean he klmws how he got them.
Unless a student goes throw.di the entire process. I take off points. Doesn't
everybody?"

"Y don't know about everybody." Mr. bugles sputtered back, his face
turning pink. "I only know about inc. I don't worry abOut cheating or
about collecting scrap paper. I worry about whether a student has a
right answer or a wrong one, and this kid did the job."

The debate between the two science teachers was drowned out lw
a hubbub of contowersy that had erupted around the room, Dr. Miller
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ilHOWC(1 th( teadters to'argne among themselves a hit longer tS ht. said
shmething Crewson's ear. L. Cn.wson nodded. then Dr. Miller
walked back and slammed his fist oil the table for quiet.

-110Id now,- he s;tid. -it's quite obvious that grades mean differ-
ent things to difh.n.tot peopleeven in the so-Called objective disiplines
like Inath and scit'Ocr. Now let's try OM' 'now experiment before we can
it a daV."

He didn't wai' for comments. lie sked the teachers to get ont a
piece oil. scrap paper and put numbers on it from one to 10.

-This is a quiz,- he said, -and may usrd to determine your next
salary increase.-

1\ Ir. Inglcs glared up at the professor, along with a few other
t('achers. This thou. there was noo laughter. 1)r. Ntiller ignored the Iiustfl
faces oond launched right into the questions. -Question ono- \\lilt is a
standard deviation?"

\uu must be kidding:. Miss Doyle said loudly.
lie was not kidthng.
-Question two: Explain what a mean is. Three: Define median.

Four: Wlmt is a. normal _distribution? Five: What is a reliable test?"
Mr. bogies threw down his pencil. 4.Th is is ridiculoik" he said.

-What's he trying to do?- His face had now turne(! a glowing ied.
1)r. Miller ignored the remark and the growls and sighs of disgust. Inex-
orably, he oisked his questions in :I COM and confident staccato).

-What is validity? What is Objectivity? List the measurements you
'use to.determine the ivliability Of one of your Own tests. [low do vott
know that the last quiz You gave was valid? And finally, tell me please
just tell mewhat right you have to grade other people's children."

The room was silent as Dr. Miner looked out accoss the plywood
lectern oot the West IIigh faculty. Ile wanted to look at their eyes, bc
wanted to ask them these questions again and again until he got his
answer, the onlY answer that they could possibly give. But no onenot
one teacherwould loOk hack at him. Fingernails were lx.ing studied.
Desks and papers and the floor were under examination. And looking out
at those lnding faces. Dr. Miller was angry.

lie load told himself that he would he cold and scientific and calcu-
lating, that he would trV to he obiCCtIVC and understanding and impel-.
sonal. But he was also angry. I k was vitally concerned with the way
these people in this room on this Friday wmild from now Of) confront the
problems of evaluating their students.

"I suppme I should apologiw," he said finally in a very soft and
controlled tone,'for tlw harsh way I asked thoSC questions. But my 'own
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Objectivity. whore grading is concerned. is sometimes very strained. You
see. grades to you re just incidental letters and numbers. but to students
especially students todaygrades mean much more. Don't Voll

Ile walked around the table toward the faculty. -Grades can .and
often do determine who is sent to Vietnam; grades can systematically
screen out lower-income children from getting some' of the benefits that
their more wealthy peers take for granted.

"I think that there's'nothingnothing that more effectively separates
students and teachersthat drives them actually into warring campsthan
(Trades. The stndent has his 'crib sheets, his rote menmrization. his apple
polishing. Teachers combat these devices with Mickey Mouse assign-
r4ents, surprise quizzes, nOtebook checks, tricky multiple-choice ques-.
bons.

:'Grades have made us into overseers driving the most reluctant
group of field hands ever known. Grades have made us puppeteers pulling
the emotional strings of live marionettes. Grades have made ollir students
believe that wadjaget is the most 'important word to be used when
summarizing their own education."

Dr. Miller turned and walked quickly to the miniature computer.
I lc picked up the printout :aid held it in his hand without looking down
at it.

"I think there are serious pniblems in this high schoolas there are
in so inany other high schoolsproblems that both teachers and adminis-
trators need to face. We can see it in this printont," he said, pointing
down at the long white sheet coining from the machine. "I see a tre-
inendous spread of opinion about which kinds of things should be con-
sidered in grading.

-Take Question Seven," he continued, "Ntore than 80 percent Of
V011 Said that social class should not he .corsidered \\lien grading. And
vet You are all 'aware that students in the general section of this high
school are there because of their social class.. You justify not putting them
into college entrance sections on the grounds that they are too lazy or that
they supposedly cannot read. Those general students have been neatly
'classed nut' of the rewards of this school and you and teachers like you
have done it to them..

-Let's go to Question Eight. `Should the student's ability to give VOU
back exactly the answers yoll \\ 'ant to hear he considered in his grade?'
Ninety-five percent of you said that it should not be given much weight;
it.should definitely not be considered when grading. But I wonder. Do
Your students have this understanding?

"I recently interviewed 50 of your students in the context of a
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research on student dissent I am doing. I am convincedI was tolddmt .

students think that not giving qour answerthe answer they think- you
wantleads to a lower grade. YOU may not have tried to do it, but that's
what You have accomplished. 'Give them what they want to hear,' Your
students sav of You, 'and do it neatly, without erasures:-

Suddenly Dr. Miller felt very weary. IIis suitcoat, the bright library
lights, even the weight of the printout in his hand seemed to put unbear-
able pressure on his arms and shoulders.

All leave this printout with Mr. Fusari,- he said quietiv, -and I'm
hoping that he'll want to call another meeting about this topic in the
near future. Thank you very much for Your time and attention.-
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Changing the Grading Game:
A Chronology of Progress and Pitfalls

James B.Van Hoven

IN SEPTEMBER OF 1970, the teachers and administrators of
Briarcliff Manor Middle School, Briarcliff, New York, agreed that report-
ing practices must come into line with the sc s instructional philosophy
and practices. From that initial decision came a three-year struggle which
combined the wishes of the f:,culte, the wants of parents, and the needs
of students into a reporting system which continues to evolve.

The history of the change which 6c:cuffed during the 1970-1973
school years is outlined here. The change process, as adopted by the
administration and faculty, provided the framework for each year. These
were the major steps taken:

Identify staff and communitv assumptions. The assumptions
could include hopes. fears, attitudes, or values of parents and staff;

Take action which will consider all assumptions;
Measure reaction;
Develop strategies to support positive reaction and correct causes

of negative reaction;
'Implement aS board policy the best attributes of change.

As one scrutinizes the history of change in the middle school's
reporting system, one should recognize the following:

Change does not come swiftly or strongly, but through a slow
evolution which involves all personsschool professionals and commu-
nityin the decision-making process.
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,Change is not a win-lose g;tme. It is mnpromise in the search for
the best results., those yliielt satisfy mmictimes conflicting needs.

Grading changes do not Occur in an Instructional vactuun. Grades,
rTort cards, or other evaluation instruments must coincide with the
instructional practices of the school.

1970-71
.1. Strategies for Change

A. Staff

Assumption #1: Reporting practices and instructional strategies are mutu-
ally interdependent.

Assumption #2: Therefore, a change in one should necessitate a change
in the other.

Assumption #3: Changes in both are necessary in order to humanize and
Mdividualize instruction.

The staff identified and agreed on the need to change reporting practices.
Therefore. practices were changed before or while changes in instructional
strategy began. These changes then affected tht- direction of instructional
change.

B. Community

Assumption # 1: :kilo piatc information. rationally presented. can persuade
people to accept change-.

Assumption #2: Parimts desire more information about their student's
progress.

II. Action

Traditional letter grades.were eliminated and replaced with a system involving;
Checklists in each subject area reflecting important behavioral outcomes
for students; student ratings on a five-point scale for each area relative
to the school's perception of his/her potential.
Narrative reports (two per year per subject ).
Parent conferences ( two per year).

III. Reaction
-

A. Staff began to individualize and humanize education and became com-
mitted to continue progress toward these goals.

B. Many parents were confused or hostile to changes, claiming that competi-
tion was essential in ;:cliools. that colleges required grades. and that the
sdaml was too soft.

C. Some parents polled the community informally and found overwhelming
interest in grades.

IV. Re-reaction

A. A parent-teacher group was formed to poll the community scientifically.
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13. The prini:ipal organized community L.oifee-hours to explain school programs.

C. The .scientifie poll noted above indicated that most parents accepted the
changes made.

D. The principal and staff concluded that progress-related **potential was inap-
propriate and that rather, progress should be relative to instructicnal objec-,
tires.

Final Action

A. The board of e(lucation reijuired a modification of the Pupil Progress Report
to reflect a student's standing relative to his or her peers (at, above, or
below grade level ).

B. The board of education endorsed the concept noted in Section IV, 1), above
and directed the staff and principal to clearly define the objectives of instruc-
tion for all subjects. As this was done, the checklists ( Pupil Progress
Reports) would be phased out.

1971-72
I. Strategies for Change

A. Staff

Assumption # 1: It would be ril%tively easy to define instructional objectives
for all subject areas as well as appropriate learning activities,

Assumption 4: 2: Reporting progress relative to student potential is an
improvement over past practices, but is not as appropriate os reporting
student progress relative to instructional objectives.

B. Community

Assumption # 1: Most people in the community have aceepted the new
procedures.

Assumption # 2: People can only take so much change; ,a low profile is
now needed.

II. Action

A. Numerous workshops were held with staff members to inform them about
instructional objectives and how 'to identify them.

B. The reporting system continued as modified at the end M. the previoOs year,

C. A staff committee met in the spring to review the next steps regarding
reporting.

III. ''Reaction

A. Most staff members reacted adversely to the identification of instructional
objectives because:
1. Instructional objeCtives can best be identified only in areas that are

sequential and/or cognitive.
2. This approach came to be seen as being in conflict with hmnanization.
3. It raised the issue of staff accountability.
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4.. More work was required.
5. It was a new idea.

B. Since no vHble changes in the reporting system were made, the community
remained silent.

C. The faculty committee recommended;
1. Minor changes in the dates and times of emferences.

2. Minor changes in the content of the checklists.
:3. The establishment of a parent-teacher committee to e :Milne, in depth,

the reporting system.

IV. Final Action

A. The board of educatit.:1 pernitted minor uhange ii he content of the
checklist, lint did not permit changes in the dates of reportIng, since the
staff had not completed the task of developing instructional oEjectives.
It directed the principal to continue to pursue this objective. -

B. A parent-teacher committee was formed to look at the whole process the
following ....ear.

1972-73
I. Strategies for Change

A. Staff

Assumption #1: Most issues ate not -either/or," "black or white.- Identi-
fying and sequencing instructional objectives, where possible is not
inconsistent with humanistic goals.

Assumption #2: People learn the above by having increased information
and working through problems together.

B. Community

Assumption #1: A group of parents and, teachers representing all ranges of
opinion, by 'being better informed and by working. through problems
together, will achieve consensus .that a reporting system linked to
general instructional objectives should be implemented.

H. Action

A. Staff, through increased sophistication and work in individualization, began
in some areas to identify and sequence instructional objectives ( for math,
English, social studies skills, foreign language, an(l science in particular ).

B. The parent-teacher committee, with polarized parent representatives ( scream,
ing liberals and arch conservatives), fought like tigers: The committee's
final report was very general with few recommendations, but contained the
observation that there was apparently "little dissatisfaction" with the middle'
school reporting system. The report reinforced the feeling that reporting
based on student potential was inappropriate.

As of this date, an equilibrium has been established among parents
and teachers regarding reporting. Neither group is entirely happy with
the present system. The staff will not move back to a traditional system
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nor would the commtmity as a whole want to. On the other hand, the
staff has not achieved the goal of sequencing all appropriate instructional
objectives,and activities, idthough some notable progress has been made.
The community would probably welcome such a development, since it has
a clear, rational base and since community members are quite well
informed about the issues involved.

sununarv, the existent system continues to report on the basis of
student potential, using cotifereirces, narratives, and checklists. Despite
this obvious flaw, the following advantages have accrued:

The concept of failure has practically been eliminated from the
system.

Communication between the school and parents regarding pupil
progress has been vastly increased through the conferences and narratives.

All the misinterpretations and inaccuracies of the older system of
single letter grades were eliminated.

The staff members have recognized the importance of instructional
objeitives and appropriate learning activities and have L;ontinued to
develop and refine their individualized programs.



The Principal Looks at' Grading Changes

William J. Bailey

IF YOU ARE a principal or if you know one, you ate 'aware
that principals receive considerable criticism for almost everything
they do. On the pther hand, von shookl be aware that a principal is
often the key person in bringing about significant changes in education.
Bringing about ekinge, however, can polarize many people.

One area in which the principal is sure to polarize opinions is that
ef grading system changes. Surveys have shown and logic tells .us that
mak;i1; ;r change in the grading system is extremely difficult, something
like ti. jog to move a eemeterya change that causes many people to get
excited. .

Howeyer high the risks, the thinking principal must continually
examine and revise the student evaluation system. Evaluation is crucial
to student progress and is a significant part of teachers' instructional
strategies; it is also an important component of organizational growth
and prosperity. If the building principal thinks that conventional grades,
with their normative connotations, are "degrading" to students or at
least inadequate measures, then he Of she should examirte many alterna-
tives and start the change and/or revision process.

This chapter will delineate some relatively 1 safe ways to change
the grading system. It is based, in part, on the author's specific experi-
ences at Concord High School in Wilmington, Delaware, where significant
changes were made; and it is also based on a variety of internal and
external consultative experiences in grades 1-12.

I Interpreted as "avoiding being fired."
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Change Agentry

Leslie This,:1 in Guide to Effective Management. points out that
change can be either proactive Or reactive. Applying this concept to
grading changes, one w,nild think...that if the principal waits for other
schools to change; for parents to complain: for lawsuits to arise from
aconintability concems; for alternative education groups to apply pres-
sure; or for other external forces to enwrge, then he or she can be said
to be "reactive.- The reactive change agent inav facilitate the ehange;
but there is a tendency for him or her to lose contro! over the outcome,
for the project to be done piecemeal, and for the product to be inc011-
gruent with the original intent.

The -proactive" principal, who acts as a change agent. fiLms for
the change in a positive wav and tlms, gains greater control over the
outcomes. This inside-out process initiated lw the proactive principal is
necessary for accomplishing changes in the grading process. The task
is complex and needs careful planning.

There are two modes of change "tracks- for altering the grading
system. One is the radical approach, which might he used lw students
or revisionist faculty groups because both are normally removed from
the power source. The proactive prilwipal is close to the power source,
bv definition, and thus can use conventional management methods of
change. These include regular techniques of communication within
organizations such as memorandums, position papers, reports, nieetMgs,
committees and task forces, seminars, pilot studies, and others.

Structures, Processes, Attitudes

Once the proactive principal. using conventional means of influ-
ence, begins thinking, he or she needs a plan of action. One very effective
concept of social change, called the SPA formula, has been developed
by Giodwin Watson.3 Briefly, this entails social engineering. It first
calls for a change in structures (S), which in turn causes people to alter
Processes (P) of opt:ration and behavior, vhich then gives people a
chalice to develop a change in attitudes (A). This can be a yen' helpful
concept from an organizational point of view, in that a group must

2 Leslie E. This. .4 Guide to Effective Management. Reading, Massachusetts:
Addison-Wesky Publishing Company, Inc.. 1974. p. i87.

Comlwin Watson, editor. Change in School S!istems. 1Vashington,
Cooperative Project for Education Development. National Training Laboratories,
National Education Association, 1967. p. 25.
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experience a nonnative attitude change in accepting innovation, if
proper and lasting implementation is to occur. An example of this

.conce-pt-follows.
As principal of Concord High Schmil where radical grading changes

took place. I initiated changes in .basic structures. Specific changes
inchided individualized learning strategies., mini-courses, self-paced
instructional materials. iiidependent studs team teaching, liberal drop-
add policies, varied time intervals for grade reporting periods, pass/fail
courses, liberal -incomplete" policies. nongradedness, the use of learning
recycling patterns, and eventually, the dropping of failing grades ( E).

All of these structural changes began to expose the inadequacies
of conventional normative grading. They caused teachers to look at their
practices of reporting student progress in a different light. Two examples
of this were that: ( a teachers ( team teaching) began to share their
grading practices; and (10 the self-paced learning strategies made it
difficult ,to use the "curve.- In effect, we began to see changes and
alterations in process behaviorin the procedural operations of evaluating.

Once people began to behave in a different manner. they began to
change their values and their attitudes about students. student achieve-
ment. and the grading system.

Compliance, Identification, Internalization

Another "formula- that may prove useful in effecting change is
based on coniplioner, identification, and internalizidion (C11).4 I view
this as a helpful awareness of the personal. internal process of change
.that parallels the SPA organizational or group change. In other words,
the first sign of change tor an individual is based on his instinctual needs
to confonn or comply. The boss or some program edict has pressured 't
least sonie minimal overt changes. Although these ehanges are at fi:

superficial, the individual's motivation to conform becomes an important
incentive in Making the grading changes. There is a general need to "get
in Hue," at least with minor changes, because -a school shoukl be
consistent.-

The next thing that can happen is a psychological process involving
"needs of identity.- Peer and program identity can be a significant
motive in bringing about permanent change. New ideas and programs
receive notoriety an(I attract attention. Even if the attention is negatiye,
it can serve to liring a staff together and lead staff members to identify

Iferlwrt C. Kchluln. -Compliance. Iduntificatnin, and Internalization: Three
Proceses of .\ttituile liange." Journal 11 f Conflict Resolution 2( 1): 51-69; 1958.
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w.ith the cause. The proactive principal must watch for these signs
and use them constructively.

The individual change that can then. occur is internalization: The
individual hilt; first conformed, then identified with, and now fully believes
in the idea. At the internalized stage, he or she will lie glad to defend
the new grading system in public. This forniula of CII is not seen by
this adniniistrator as a social engineering device, hut rather as a develop-
mental pattern for which awareness is helpful.

Social Engineering

There are, hmvever, definite change strategies.'llassified as social
engineering, that can be used in making grading changes. If the term
social .engineering bothers You, then rennAnber that this inci(hod of
change does not have to be manipulative (secret ), as the principal can
be very open and honest about its use.

Social engineering strategies one might employ can be categorized
as: economic, authoritative, fellowship, ratitnial/logical, ethical, and
politicalr' The categorical terms are somewliat self-explanatGrv, but
examples might be helpful.

A aiodel of the economic strategy was demonstrated at Concord
ligh School when the school was able to ..eceive a Title III Grant to

implement a propos .0. for an alternative grading system. The grant
reinforced the .professionals w.ho w.ere eager for the change, encouraged
those "'h° 15reviotislv had bee" reluct""t and convinced ,onic members of
the critical public of the credibility of the project. Of Course, 'the money
was helpful in developing content through in-service workshops, but the
strategy was very effective in terms of facilitating die change. 1 0 this
case, the result was a performance-based, criterion-referenced system.

Another important strategy, which is part of the fellowship categorv,lies in developing support groups. At Concord it worked in the following
way. As principal, I made friends with several of the informal leaders in
the school and-over manv cups of coffe.' in a variety of settings, we
developed a mutual feeling of trust, and shared values about student
evaluations. This nucleus eventually spread to a largei 'group whose
members became convinced there was something we could do. Their
influence on the more reluctant ones was immeasurably helpful in imple-
menting the actual change.

Politically, this support group convinced .enough of the staff so
Achipted from Kurt E. Ohnosk. "Seven Pure Strategies of Change." In:john Jones and William Pfeiffer, editors. The 1972 Handbook for Group Fiwilitators.

La Jidla, California: University Associates, 1972.
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that at a crucial imuneut when a faculty vote %Vas taken, the new approach
was accepted. NVithout this political influence. the plan could not have
been implemented. It could be said that because of political influences
the faculty normative behavior became one of acceptance.

Planning

The key to all change strategies is planning. There are many models
available to the proactive principal, but in all cases. one preplanning
decision must be made. In the beginning. the initiator of any idea prior
to anv announcements Of that idea. !mist make some decisions about the
level of involvement. This level of involvement. as a preplanning device,
can be viewed On a continuum as seen below.

Leret of Involcement
Qiudity Compromise Involvement

1 2 .3 4 .5 6 8 9 10

At the lower munbered levels is the position of "quality.- Quality
is defined here as the principal's -perfect plan--the model the principal
wants or dreams aliout. If magic Wands Were on the low-bid list we
could simply install this quality model. Such a miilateral change, how-
eVer, produces IOW linplenlentation inlpact because those affected bv the
grading change ( parel its. stu(lents, and teachers) are not involved in
the decision making. Assuming the principal is the expert and can devise
a real quality alternative to grading. it won't be much good if it cannot
withstand the pressure of implementation and operation.

On the other side of the involvement continumn is complete involve-
ment of students, parents, teachers, school boare, coinmittees, task forces,
and study groups. coupled 'with input from pilot studies, seminars, and
surveys. Of course, there is the old joke about tl,e camel being invented
bv a committee. The end product may be soinetliing entirely different
from what the principal had in mind. All of this involvement, as a matter
of fact, will probably kill the idea before it ,has a chance. However, the
greater the involvement. the greater k the chance f :mpk,mentation and
permanency. More participation will mean more av.ieptance.

The proactive principal. then, very early in the change process,
must make some judgments abmit involvement. Us hilly a compromise
placing the involvement levi.1 between 4-6 on scale is workable.
Placement too far to the right m.,i Livan dustrt ii or the ideas as con"
ceived, and placement too far to .he left 1 extreme difficulties in
making die ideas operational.
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Once the principal is aware of this concept, he or she can proceed
with planning, whidi should follow systematic proceduns to some degree.
One plan that has been used is as follows:

Defining the problem: The present grading- system is inadequate when
used to evaluate an individualized and nongraded curriculum.

Collecting the data:
Percentages of failures
Percentages of failures in sophisticated courses such as calculus
Student morale
Student discipline at grading thne
Student resentnient of honor rolls and honor siieieties
Evidence of cheating
Teaclwr dissatisfaction
1)rop-4d lists
Counseling feedback
Parental complaints
Research about grades and job performance

Establishing alterruitices:
Nlasterv-performance
\Vritten-anecdotal
Pass-fail
No evaluation at all
Self-evaluations
Credit-eo credit
Combhu.ticnis

Selecting one alternative course of action: Install a mastery-performance
system of grading.

Implementing that course of action: In a large high school this can be
delegated to teams or departments w1u,ii they are ready. At Con-
cord. implementation occurred when we had devel(ped ti i course
objectives to use as criteria for mastery.

Research and studies show that the principal ( manager) of a school
or institution does have an effect on the organization and on tile orga-
nization's constituents. The proactive principal can set the.climate that
is conducive to change and can initiate the structural changes necessary
to start a c!,ange action process. The proactive principal can develop aplanning Grades must' "go" because they fail the educational
Sv!.ein; the pP)activ. principal must be the one to crea`:e that change.
'Phis i li rea ot' of change agentry.
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In Conclusion:
Dispelling the Grading Myths

Richard L. Cumin

I RECENTLY ATTENDED a meeting of colleg :.. administra-
tors and faculty nwmbers who were consklering a request (initiated by
a student committee representing about one-third of the total enrollment)
to reform their grading policy. The strongest and most influential argu-
ment against the request Was that it would cost too much money to
change the computer from the traditional A-B-C-D-E system to a Credit/
No Credit system. In essence, this argil: cmt, in conjunction with strong
anti-reform sentiment, was enough to destroy the chances for adoption
of the students request. Reflecting on this event, I feel that if the needs
of the computer are more influential and important than the needs of
students in dictating educational policy, then perhaps talk of grading
reform is too late. We have been dehumanized to the point of loving
machines more than people.

However, I really don't think that it is too late. Certainly, the
mechanistic grading systems in our public and private institutions of
learning are disheartening. But grading change can occur and has
occurred in the past, and it appears that a new movement is under way.
It is ironic that there is a current national thrust to move away from
traditional grading systems concurrent with a thrust to move toward
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performance-, competency-. and accomitability-based prognuns. These
two seemingly opposite thrusts are more closely allied than is apparent
at first glance.

The reason for the apparent discrepancy is the abundance of wide-
spread myths that are considered truths about grading. These myths arc.
in effect, preventing grading reform and are, as Arthur V. Combs says,
filled with half-truths (in some cases quarter- or eighth-truths). They
are, therefore, hard to dislodge. Consider four of these myths.

Weighing the Half-Truths

First Myth: Learning requires evaluation: By eliminating grading,
you also eliminate evaluation. This conviction, as I learned in introduc-
tory logic, consists of two parts; the truth of the second part is validated
bv the truth of the first. In other words, the only way that this myth can
be,true is if grading is evaluation, or the best evaluation; but grading
is, in fact, one of the poorest methods of (valuation, if it evaluates at all.
Good evaluation systems must provide information for studentsinforma-
tion that indicates what they have done well, what areas of their per-
formance are in need of modification, and what areas are in need of
improvement.. Good-evaluation supplies data for students to make deci-
sions about their lives. It comments upon student skills, interests, knowl-
edge, and reflects the instructor's understanding of each individual's
unique characteristics: For evaluation to be useful, it must be informa-
tive. unique, and substantive. Global generalizations such as grades
prove to be more harmful than beneficial in the education process. They
allow students, teachers, parents. and others to draw false, blanket
conclusions.

Those who use letter grades are locked into vague generalizations.
What does a B tell a student about his progress? Certainly nothing that
can help him change and grow. A grade of B tells a student that his
performance has been judged better, from the perceptions of the teacher,
than the performances of students who receied C's and not as well as the
work of those who received A's. If a teacher uses a curve for the deter-
mination of gradeS, the B could mean even less. Thus, if a teacher uses
only grades to supply feedback to students, that teacher is doing his
students a disservice by stifling the learning process. Few teachers,
however, use only grades. Most supply other kinds of both formal and
informal evaluation and feedback. Without evaluation, grades are mean-
ingless; with evaluation, they are unnecessary. Obviously educators need
to spend ,more time developing and implementing better feedback and
evaluation devices which are more useful to the learner.
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Second Myth: Grades are motivators; they push students to do their
best. It is true that grades help motivate students, but motivate them to
what?to get good grades, of course. This means, in effect, that given
a choice between learnMg and getting a good grade, the majority of
students choose, almost without exception, the good grade. A powerful
illustration is the rise in term paper companies, which are now multi-
million I o_ar enterprises. While these businesses are fairly new on the
educational scene, the principle behind them has been in operation for
years ill dormitory, fraternity. and sorority filing systems for term papers
and exams.

Yet there is a worse side effect from grades. It is the deadening
of learning that looms as the most tragic consequence. There is a strong
probability that the "poor-grade getter" will beconle a poor learner.
Studies have denunistrated the power of the self-fulfilling prophecy on
beth the teacher and the student, showing that as .a student receives
poor grades, his self-concept is lowered. Further research has demon-
strated that self-concept is perhaps one of the strongest, single influences
in learning. Any aspect. of the teaching-learning cycle that diminishes
self-concept, theref ore. must diminish learning potential. The effect, then,
of a poor grade is not to make the student try harder the next trie, as
many people claim, but to weaken the student's learning We
only need to look at the continuing record of failurea record which for
so mane students never breaksto realize that the research speaks
accurately.

What about the -good-grade getters"? Do theY beconle better
learners? Actually, those who receive good grades are reinforced to keep
on receiving good grades. Good grades become more important to
students who have accepted the notion that good 'grades mean good
self-worth. Even the students who are perceptive enough to sec through
this façade recognize that the key to their future might rest on their
grade laurels and most are willing to pav the price. What happens is
that students who get good grides become very adept at playing the
grading game. They can -psych" out their teachers with consummate
skill and insight. Que.stions like, "Will this be on th: test?" or "Does this
count?" and "Ain I responsible for tbisr are common among the 'players
of the grading game, for their success dependS on their ability to give
the teacher what he Ur She WantS.

IDuring class discussions those who play the grading game write
down only what the teaclier says, using the time when another student
speaks to rest their hands. They know that no matter how interesting itin. be. a ,tudencs comment vtfl undoubtedly be excluded fronl the
examniation. None of the students who get good grades arc willing to
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jeopardize their chances ill the grading game by veering from a successful
pattern of behavior.

Students often use the same thinking process when they write
essentially the saine paper or exillnination throughlaa the term, changing
it only to fit different contexts. It is highly unlikely thia a good-grade
getter will ever examine the, process of hiS or her learning. for that can
never be rewarded by good grad. s. Neither will such students be 'moti-
vated to behave creatively or uniquely. The fact is that grades can only
be determined by accounting for the most insignificant aspects of learning.
It is-impossible to consider, in terms of letter grades, the values, feelings,
creativity, intuition, judgment. higher levels of cognitive thinking, or any
of the other things that truly influence the lives of students. Thus.
students who wish to receive good grades must either ignore, or separate
from their work in school, these important yet frequently intangible
elements of education. and concentrate instead on What Nvill gain them a
reward through the grading system. In this choice of priorities lie the
seeds for the "paper chase" so many universities decry. but seem power-
less to end. As stated ,arlier, grades motivate students not to learn, but
to get good grades.

Third Myth: Grades are, or can bc. objective. Many educators
assume that it is possible for them to grade fairly because they are
detached. or because they treat all students ihe same, or because they
account for individual differences or becauSe they use a numeri, ii
system, or because of a multitude of other reasons. In actuality, any (nie
system of determining grades is biased because its goals and procedures
are based upon tlie perceptual field of the teacher using it.

We can easily understand this subjectivity by looking at the dif-
ferent criteria teachers use to determine what is worth a good grade.
In grading papers or (-ssays. some teachers give points for each correct
response covered in e answer; others consider style as an important
factor; some teacheis count spelling and punctuation; others consider
length. I know of a teacher who only reads footnotes in term papers,
while another teacher dislikes them and takes off for their too frequent
use. In math there are teachers who only give credit for correct answers;
others give credit for the correct process even if the answer is incorrect.
others take off for careless computation, while others only give credit for
use of the proper format. Neatness is often a factor for sonic teachers,
and not a factor for others.

In the traditional grading system, the definition of good work
depends upon the purposes of the evaluator. usually the-teacher. When
these purposes are different from the purposes of the learner, only 'coinci-
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derwe can 'Hake the evaluation worthwhile for the student. In most
eases. the tittakilts Willi perform the best are those who have successfully
deduced the teneher's purposes. Even if the teac.her has overtly specified
his oi her purposes, they must still he sohjectivelv evaluated, for it is
totally arbitrary to assign performance levels to grade levels, For example,
an objectiv( raw score, such as eight-right-out-of-ten, can be an A. U. C.
I), or L. with equal justification, by considering subjective variables.
The determination of grades from raw scores is made bv Llnisvilsus; in
most cases it is a consensus of one personthe teacher.

There ae other instances of hidden subjectivitv. Take, for example,
true/false, nuiltiple choice, or short-answer questions, which at first
glance seem to he l)it'ctiVe. They are subjectiyhowever, bectmse of
the factors of inclusion and exclusion. If I prepare a test on Ilandet which
I want to be objectiyv. I might ask the students- whether they know
certain facts. True or false: Rosi.nefanz appears ou the stage before
Cliildenstern? By inchuling this question. I am asserting that I believe
its answer to In., important to an understanding of the play, or whatever
my purpose is for studying Hanth.t. rill(' question, dull, is subjectively
determined.

Another amyl(' stibtic subjectiveness is the interpretation of
apparent objective ipiestions. Take. for example, the case of a colleague's
son who was asked. -Does one get to 'Aloscow from Rochester. New York,
by traveling cast or wese- The student was. marked wrong by the IBM
scoring device that could not properly interpret his answer, "Either, but
west is longer.-

Problems, of interpretation and inclusion/exclusion are no longer
important once the grading system is reformed. Scores become data for
the student to) interpret acCording to his or her purposes. One student
might decide that eight-out-of-ten is not the best he or she can do, and
mighi make a goal to do lwtter. Another 'student in the same class might
IR proud of that score and work on another aspect of the subject in which
he or she is having difficulty. A student might not .care that he or she
didn't know the order of appearance of Bosencranz and Guildenstern
because he or she read the play for different purposes than the teacher
who- asked that question. A different student might find his or her
inywrect answer to that question troubling, because he or she is directing
the schouol play aml nmst know the order of character appearances to do
a good job. A souhlit may discard or accept data according to his or her
own purposes only if there is no external reward/ punishment system
imposed.

Fourth Myth: Grades arc needed as a serernimz device for colleges;
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graduate schools. and employers. It is true that many- institutions of
higher education and businesses use grades to determine acceptance.
However, if we look at this situation carefully, we notice that the admis-
sions officer or employer wants a competent. qualified candidate to fill his
or her position. Specifically. a onalified candidate is one who has the
ability and skills to meet the requirement.; of the school or job. Obvi-
ously every schoo: or job has unique requirements and ill order to inake

.an accmate assCssment iif a candidate's abihtv. much information is
necessary. Otherwise, it becomes far too eatiV tC: Mak( costly mistakes.
Consider the example of a student who receives a 13 in student teaching

'because of a difference in educatioihil philosophy with his or her super-
visor. A school might pass this candidate ep because of the B even
though the candidate's philosophy Loincides with that of the school,
which has hired an A student with a contrary philosophy.

A good screening device. like a good evaluation system, imphes the
generation of information meaningful to decision making. Data such as
strengths, weaknesses. unique characteristics, cnmpatalnlity with the
institution considering the applicant, and other pertinent information
must be supplied. Criuks aloncdo not supply the necessary information
for a fair assessment. With the inchision of other data. grade.s are
unnecessary.

Many claim that it takes too long for a teacher or school to prepare
a sufficient alternative folder and for screening personnel to review it.
Yet. there are s(nne methods of data collection and dissemination that are
sophisticated en,nigh to provide better means for screening and yet are
practieal enough w( irk. Nb)reover. it takes a great deal of time and

.energy to compute grades, if a teacher is diligent. The same time could
be better spimt in filling out a different type of progress report. In the
long run, it is far more. effie.acnt to hire the best person bir the job or to
accept the best student and spend more time in doing so, than it is to
use the shorthand of grades with the hi(rh makina costly mistakes.

Furthermore. everybody -in school is applying for college or
the relatively fuw jobs where grades alight niake any difference. At a
conference discussing grades, employment recruiters from companies in
the Rochester, New York, area said that grades were only influential in
choosing candidates for a small percentage of their jobs (and they con-
sidered grades only in lieu of other information), Thus, it seems unfair
that the grading police of a sehocd be based on the needs of a select
population of that school. There is no reason for students who will not
go on to college or will not apply for the few jobs that are influenced
lw grades, to be subjected to the tyranny of grading.

In these days when colleges and universities most actively recruit
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qualified applicants to fill empty resid-nce halls. admissions officers are
more prepared to review applicants win) do not submit grades, grade
point ai erages. or rank in class. ( Ironically, most of the -prestigious"
eastern schools, have always worked ,in this wit' t only the myth per-
petuated bV grade-oriented high school teachers called for normative
Won's. )

Dispelling the Myths

There are three substantial myth-destroyers which give evidence
against the belief that
the American .Associ.
( AACR.NO ):
Iligh Schools: t

.programs which

need grades: (a ) the official position of
,T!,,ge Registrars and Admissions Officers

by the Consortitnn of Experimenting
\perience of more thim 1(X) high school

t. and/or criterion-referenced evaluations.

AACRAO,States Position

lIeaded I it, consortium 'of twenty-five experimental colleges
( Johnston, Antioch, (:oddard, Hampshire. :mil others4 AACRA() has
wriistled with external credit evaluation and non-traditional course evalu-
ations. ln 1'974. AACRAO eStablishi,, a committee to stink non-
traditional evaluation. At the same time, it reaffirmed its position that
each high school should determine the best evaluation procedures for
its students. According to AACRAO, admissions officers, in turn, should
recognize evaluation as the higli school's responsibility, itnd give fair
review to all applicants by considering thmir records in whatever form
they %VOW transcribed.

Survey by Experimental High Schools

In 1973, the National Consortium of Experunenting. High Schools
surveyed the 2,600 two- and four-year colleges in the United States.
Ninety-seven percent replied to the questionnaire with results that sur-
prised even the surVeY conimittee. Less than 5 percent indicated that
grades or rank in class were an absolute necessity: LS percent responded
that the admissions office had no policy and could not promise fair review;
77 percent indicated that students whose transcripts provided other
designated information would receive "fair a,id i-qual xeview.- Written
evaluations, computer-printed descriptions, and test scores topped the
lists of needed information for four-vear colleges. The vast majority of
public two-year schmils needed only a diploma, or a birth certificate
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showing the applicant..to be at least IS years old. Individual college
responses are catalogued in the Col leg(' Guidc for Expirimenting High
Schools.'

Positive Experiences Reportec

Alternative high seltiMis in kvban, suburban, and rural settings,
', hich. use descriptive evaluations. and pei:onnance programs such as
Concord k suburban: Wilmington, Delaware) and John Adams ( urban:
Portland, Oregon ), report that grathiates applying for colleges and jobs
have met no meaningful resistance ',manse of nongraded .transcripts.
Three Chicago area schoolsCl .cagy Metropolitan IIigh School (Metro),
St. Nlary' :Learning Ct iter. and the Center for Self-Directed Learning
(New Trier Fast ) report that the acceptances of their graduates by
colleges .ire quantitatively and qualitatively superior to the acceptances
of their counterparts from other seh,)ols who have gone through tradi-
tionally graded programs. The experience of these schools corresponds
to reports from other programs that college a&:issions officers are loOking,
not for grades, but for the best qualified student.;.

These four myths ( which NOM(' lucators will continue to believe
in spite of research, logic, and good sense) are just some of the half-
4ruths that perpetuate the traditimal grading sysk-in. As the think-
ers begin to see that they can, in fact, lead change, they will use the
computer to aid learning, evaluating, and reporting; they will devise
evaluations which enhance learning; and they will enrich the growth of
students as fully functioning Mdividuals, positively addicted to learning.

I Howard Kirsclwnlyaum and James A. Bellanca, editors. College Guide for
Experimenting High Schools. New York: National lIumailistic Education Center,
1973,

152



William J. Bailey is an Associate Professor of
Educational Leadership and the Director of the
Center for Educational Leadership, at the UM-
versitv of Delaware, Newark. He has served in
the public schools as a teacher, counselor, prin-

. eipal, and assistant superintendent. During his
career, he has been very active in all phases of
grading reform. Bailey is the author of Managing
Self-Remit:al in Sc(tondary Education (Educa-
tional Technology Publications, 1975).

James A. Bellanca is the Coordinator .of the
National Center for Grading/Learning Alterna-
tives, Winnetka, Illinois. He is also a teacher at
New Trier East High School in Winnetka, where
he has developed two experimental alternative
programs. He is the author of Values and the
Search for Self and Please Don't Stamp My.Child
(National Education Association, 1975 and 1976,
respectively).
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Keith 1. l3urba, the Principal of the Elms Ele-
mentary School, Hushing, Nlichigan, haS NVOIIC(I
ati a U.:WIRT for four Voar5 aild :IS an
elementary principal for six Vl'arS. In both capaci-
ties, he has shown' a keen interest in effecting

*. needed gradintz eliate.4e5 ill the educationakvst(m.

Ari)tar 11.. L(ombs is a liter otcssor of Educa-
tion at ..the vi sit %. til ;:iitiof.;ville. le
iS Nvii;rIN knovii as a lectincr and consultant oil
the topics til trachur ciliwat iii tiii educational
psycliolog. (:onibs. ;I past president of :1S(:I),

Tlic ProfesSional Education of
Teacher.s: .1, Perceptual Vicre of eacher Prepara-
tion (:111vil ui1 liavim, liiv.. P.17-1! and other
books.

Richard I.. Cartcla is a Professional Develnipment
Specialist at the National Technical Institute for
the Deaf, liochester, New York. 110 is the authoi
of many books and articles related to humanistic
education and improving teaching. His publica-
tions include Discovering Your Teaching Self:
Humanistic Apprtaches In Effri..tive Teaching
(Prentice-Hall, Inc., 1975) and Developing Indi-
vidual Values in the (:lassroom (Learning Hand-
books, 1)74).

Patrick J. De.11arte is the Director of Competency-
Based 'readier Education at the State University
College of Arts and Ceneseo, New Yin.k.
He has. presented papers and condUcted work-
shops on various educational issues at the local
and national levels. His most recently published
article, "A Look at Some Exemplary Programs:
State L'IliVertiity College of Arts anci SciPTICCS at
Geneseo, NCW York," appeaTs in Competency-
Bawd Education: A Process for the Improvement

.INIMMIN of Education (Prentice-ilall, Inc., 1976).
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Patrick J. Dowling' is the Assistant Principal of
Brecksville Junior High School, in a suburb of
Cleveland, Ohio. He has taught grades 7-12 in
public schools and has'served as Academic Direc-
tor at Glen Oak High School in Cleveland.
Dowling has also lectured to and conducted work-
shops with teachers and administrators at both
elementaiv and secondary leyels on the subject
of student evaluations.

Francis B. Evans provides consultative and tech-
nical services. in planning and evaluation to the
Statc of Wisconsin s Department of PubliC Instruc-
tion. In his previous position as Assistant Professor..
of Education at the University of Wisconsin at
Green Bay, he taught courses on the education of
children with minority backgrounds, and on edu-
cational research and evaluation. He has also
taught Navajo Indian children. in the public
schools.

Lois Borland Hart is the Coordinator of Field
Servkcs with the Program for Educational Oppor-
tunity at the University of Michigan, East Lansing.
She has held a variety of educational positions
including those of master teacher, supervisor of
student teachers, middle school administrator, and
Co-coordinator of the National Conferences on
Grading Alternatives (1973) . .Her recent work'
has involved the developmeat and implementation
of a "Leadership Training for Women" model.

Donald D. Holt is the Principal of Wilton High
School, Wilton, Connecticut. Previously, he served
for five years as Principal of John Adams High
School in Portland, Oregon. As a teacher at the
secondary and university levels, and as a prac-
ticing school administrator, he has urged students
and teachers to question current grading prac-
tices, and has participated in numerous workshops
and seminars on grading reform.
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Philip L. Ilosford, a Professor of Education at
New Mexico State University, Las Cruces, is the
1976-77 President of the Association for Super-
vision and (:urriculum Devehpnwitt. His publica-
(ions include Algebra for Elementary Teachers
(Harcourt, Brace, and Wight, 1968) mid .An
instructional Theory: A Beginning Prentice-Hall,
Inc., 1973), as well as numenms articles and sev-
eral booklets. Hosford's present interests and
efforts lie in the general field of instructionits
theories, strategies. afid tactics.

Howard Kirschenhoun is the Director Of the
National Humanistic Education Center, Saratoga
Springs, New York. He formerly taught English
and history in public and private high schools, as
well as group dynamics and educational psychol-
ogy at Temple University, Philadelphia, Pennsyl-
vania. Kirschenbaum is particularly interested in
humanistic education, values clarification, and
human relationstopics on which he has lectured
throughout the United States and abroad.

Rodiwy Napicr is a consultant with the
Athyn Croup, Philadelphia, Pennsylvania, He was
form6rly an Associate Professor in the Depart-
ment of Psychoeducational Processes at Temple
University in Philadelphia. Napier is co-author
of Groups: Theory and Experience ,( Houghton
Mifflin Company, 19731 and Wad-Ja-Get? The
Grading Game in American Mucation (Hart
Publishing Company, 1971).

Sandra Folzer Napier is an Assistan,t Professor
in the Mental Health/Social Service Department
at the Community College of 'Philadelphia, Penn-
sylvania. She is also a consultant to various insti-
tutions and agencies, including National Training
Laboratories, the Department of Institutions and
Agencies for the State of New Jersey, and others,
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Sidney B. Sinion is a Professor of Humanistic Edu-
cation at the Univ:rsitv of Massachusetts, Amherst.
He is the co-author of Values Clarification: A
Handbook of Practical Strafrgi, s for Teachers aml
Students (Hart Publishing Onnpany, Inc 1972)
and Readings in Values Clarification (Winston
Press, 19731, plus other books. con-
ducts workshops in values clarification and per-
sonal goiwth in the United States, Canada, and
Eunpeis presently devekping a mw theory of
human growth.

fames B. Van llouen is the .As.sistant Superinten-
dent for Instoiction, Wilton Public Schill)ls, Wil-
ton, Connecticut. He has been a middle schoOl
assistant principal in Chappaqua, New York; a
middle school principal in Briarcliff Manor, New
vork; and a teacher of social stiulies in Br(Sikline,
Massachu.setts, and in Stamford, Onmecticut,
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The National Center for Grading/Learning Alternatives (NCGLA) is a
nonprofit educational probleni-solving agency,

NCGLA operates on the premise that meaningful solutions to educational
probleins are best devised through the mutual efforts of teachers, parents,
admipistrators, students, and the local community.

NCGLA conducts in-service training programs to help school and COM-
munitv leaders develop and imprOve problem-solving skills, provides consultant
services in crisis situations, and trains teachers and administrators to 'create
programs that a-re based on local needs. '

NCGLA consultants have special expertise in the .4reas of competency and
effectiveness evaluation of teachers, administrators, arid students; alternative
learning programs; values clarification; creative problem solving; effectiveness
training; positive approaches to discipline; and process skill training. They
have worked with school districts to solve problems of vandalism, integration,
sex and racial discrimination, and staff redistribution.

For information about NCOLA, write: National Center for Grading/
Learning Alternatiye, 811 Foxdale, Wimictka, Illinois 60093.
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